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This research aimed to build on the great wealth of knowledge on student-teacher 
relationships, social competence, and peer outcomes while utilizing a different approach 
integrating race and gender.  The view of intersectionality may influence those who join 
in reading this research to consider race coupled with student gender as a strong influence 
affecting the formation of a relationship as instrumental as the student-teacher 
relationship.  
In a sample of 10,886 (8489 White, 2397 Black) students from third to fifth grade, 
the research completed three aims: characterizing the relationship between teacher rated 
closeness and conflict and students’ social outcomes in fourth and fifth grades; to 
establish whether the students’ race and gender contributed to student-teacher closeness 
and conflict and their mediating effect on students’ outcomes; to determine whether there 
was a mediating role of students’ social self-perception in the fourth grade on the effects 
of third-grade teacher-rated closeness and conflict on fifth-grade social outcomes.  The 
following findings emerged from the study: (a) there is a longitudinal effect of early 
student-teacher relationships on longitudinal social outcomes; (b) Black boys and girls 
experience adverse variability in student-teacher relationships; (c) student-teacher 
relationships do not relate to Black students’ views on social self-perception; (d) social 
self-perception mediates teacher-rated conflict and social outcomes in the fifth grade; (e) 
the view of intersectionality is supported. The findings represent a unique contribution 
from a perspective of intersectionality applied within the classroom context, considering 
the power dynamic between the teacher and the student and its influence on social 
outcomes.
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CHAPTER I: INTRODUCTION 
 
 Interpersonal relationships are central to the experiences of all people, so much 
that they have been at the core of a broad range of psychological research. Social 
transactions between humans are ever-present; everyone is affected by someone at a 
particular moment.  This process of affecting or being affected is a product of a basic 
psychological need of all humans: perceived relatedness or the desire to feel a 
transactional or reciprocal connection to others (Deci & Ryan, 1985, 2008). The impact 
of strong proximal relationships is especially salient during the early years of life when a 
child’s attachment provides a context of security and reassurance, or insecurity and 
uncertainty, that frames their social self-perception and understanding of others 
(Thompson, 2006) and their subsequent social development. Therefore, individual 
development of social awareness, relationships, strong social self-perceptions, and social 
conscience are essential ways to effectively interact with the social world. 
Foundationally, effective transactions are dynamic and influenced by interactions with 
individual context processes over time.   
 The classrooms and the teachers occupying this setting provide leadership, 
teaching, and social interactions, which contribute to children’s learning and development 
in direct ways (Cole, 1996). The students assimilate into the school environment and 
classroom culture, rules and expectations, and accommodate new surroundings, 
behaviors, and people. It is easy to imagine the complexity of direct and indirect factors 
(e.g., race, gender, teachers, peers) that interact and influence students’ social 
development; such difficulties can be an overwhelming experience for young students to 
navigate. Eccles and Roeser (2011) understood that young students mediate the 
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socialization effects of schooling to some degree through their subjective perceptions and 
emotional characteristics.  This personal evaluative process that the student undergoes 
provides an understanding of how they “fit” or are “mismatched” with the environment 
(Eccles & Roeser, 2011). Such social and personal perceptions are generated and 
strengthened by previous experiences in many domains, from the home environment to 
early school experiences.   
 In taking the totality of expectations, assimilation, accommodation, and past 
experiences layered upon students, one vital context for developing these social self-
perceptions is the student-teacher relationship. The strength of this relationship is known 
to be influenced by the race and gender of the student and proposed to affect student 
social self-perceptions and associated social outcomes (Decker et al., 2007; Murray et al., 
2008; Murray & Zvoch, 2011; O’Connor et al., 2011).  The traditional view of race and 
gender disparities has been from a deficit-based framework, which compares racial and 
ethnic differences in specific areas and highlights which groups are underachieving 
relative to peers (e.g., academic achievement). According to Hilliard (2003), the 
disadvantage of this view is the blanketed, narrow, and absolute thinking of racial and 
gendered groups defined by their shortfalls. This research will look at such race 
differences through a different lens, that of intersectionality. The intersectional approach 
will underscore the role of systems with explicit power dynamics held, in this case, by the 
teacher within the classroom, that may alter the personal and social developmental course 
of Black boys and girls.   
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CHAPTER 2: LITERATURE REVIEW 
Outside of the family, the most meaningful transactional relationship on the 
child’s developmental outcomes is that with the teacher (O’Connor et al., 2011). The 
majority of prior research on early student-teacher relationships has focused on the 
effects of this relationship on children’s social and emotional development (Howes, 
Phillipsen, & Peisner-Feinberg, 2000; Lynch & Cicchetti, 1992; Pianta, 1994; Sroufe, 
1983). Such research has approached student-teacher relationships from an attachment 
perspective, examining how teacher and child perceptions of warmth, trust, 
communication, closeness, and conflict relate to children’s social competencies, 
emotional health, and behavioral adjustment (Davis, 2003; Howes et al., 2000; Pianta, 
1994).  Also considered are students’ early school behavioral adjustment including 
classroom behaviors, peer interactions, and temperament (e.g., Birch & Ladd, 1997; 
Howes, Hamilton, & Matheson, 1994; Ladd, Birch, & Buhs, 1999; Pianta, 1997; Pianta & 
Steinberg, 1992; Pianta, Steinberg, & Rollins, 1995; Rudasill et al., 2009; 2010; 2013).  
Research shows that a supportive relationship with a preschool or kindergarten 
teacher can benefit students’ academic performance and behavioral adjustment (Howes, 
Hamilton & Matheson, 1994; Ladd et al., 1999) into middle and high school (Crosnoe et 
al., 2004). For example, Hamre and Pianta (2001) conducted research on early student-
teacher relationships and the trajectory of student school outcomes through eighth grade. 
Specifically, this study examined the extent to which kindergarten teachers’ relationships 
with their students, as perceived by the teacher, are associated with stability and change 
in children’s academic and behavioral outcomes through eighth grade (Entwisle & 
Hayduk, 1988; Kowaleski-Jones & Duncan, 1999).  The study results showed that early 
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student-teacher relationships in kindergarten were strong predictors of the academic and 
behavioral outcomes in early elementary school, with mediated effects of students’ 
previous academic performance in earlier grades. These results suggest that the student’s 
ability to form an effective relationship with their teacher forecasts later academic, 
behavioral, and social adjustment in school (Baker et al., 2008; Furrer & Skinner, 2003; 
Klem & Connell, 2004; Maulana et al., 2013; Roorda, Koomen, Split, & Oort, 2011; 
Sulkowski & Lazarus, 2017; Wang & Fredricks, 2014; Wang, Brinkworth, & Eccles, 
2013). Conversely, student-teacher relationships characterized by conflict and 
dependency, student displays of aggression, social withdrawal, and poor academic 
performance are more likely to persist (Birch & Ladd, 1998).  
Perceived quality of student-teacher relationships 
As a construct, student-teacher relationships encompass a variety of conceptual 
elements that can affect outcomes within the formal learning environment.  The 
descriptive qualities of the teacher-child relationship are high, low, or dependent. The 
following discussion is regarding the implications of these varying levels of relationship 
quality.  
High-quality relationships. High-quality student-teacher relationships as defined 
by high levels of closeness and low levels of conflict in which the child is secure, and the 
teacher and child interact positively (Pianta, 1999). From the teacher’s perspective, this 
close relationship contributes to investing extra time and energy promoting their 
children’s success through support and scaffolding maneuvers (Birch & Ladd, 1997; 
Pianta, 1999).  Such high quality and positive relationships with the teacher influence 
students’ behavioral adjustment to the school environment. Adjustment relates to 
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increased secure attachment, self-regulation, self-worth, and growing self-concept, 
particularly for students at higher risk for school failures due to the family environment 
(Burchinal et al., 2002) or behavior problems (Baker 2006). The benefits of positive 
relationships with teachers can moderate the effects of detrimental home environments 
(Cicchetti & Lynch, 1993; Pianta, 2005). In addition, research has found that positive 
student-teacher relationships can function as a protective factor that can buffer children 
from many adverse experiences. Students with solid attachments with their teachers see 
them as security from which they may explore socially, directly influencing their social 
competencies and forming strong and effective peer relationships. For example, Meehan 
and colleagues (2003) examined whether supportive relationships with teachers were 
more strongly predictive of aggression scores for aggressive children who experienced 
relationships with parents characterized by conflict and harsh discipline than those who 
experienced more positive relationships with parents. In addition, performed was an 
examination on whether positive student-teacher relationships predicted lower subsequent 
levels of aggression for aggressive African American and Hispanic children than for 
aggressive Caucasian children.  The study showed that students under dual risk 
(aggression, negative parenting) benefited from positive student-teacher relationships. 
Such relationships were more strongly predictive of lower aggressive behaviors for Black 
and Hispanic students than their White peers.  
Negative relationships. Most evidence points to children’s environmental (e.g., 
home, SES) and biological factors (e.g., race, gender) that may elicit responses opposed 
to building an effective student-teacher relationship. On the other hand, negative student-
teacher relationships are linked to low academic achievement, low school connectedness, 
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and poor self-direction (Birch & Ladd, 1997; Murray & Greenberg, 2000; Rudasill et al., 
2010; Spilt & Hughes, 2015). Negative student-teacher relationships typically produce 
externalizing and internalizing behaviors from the student (e.g., Birch & Ladd, 1998; De 
Laet et al. 2014; Henricsson & Rydell, 2004; Howes, 2000; Ladd & Burgess, 1999; 
Pianta & Nimetz, 1991; Silver et al., 2005; Spilt et al., 2012; Vick, 2008; Zee et al., 
2017). Internalizing behaviors include self-focused expressions of distress, social 
withdrawal, anxiety, shyness, and fearfulness (Campbell, 2002). Externalizing behaviors 
include aggression, high activity, impulsivity, disruptive actions, and defiance (Rudasill 
et al., 2013), which contribute to negative student-teacher relationships.  
Dependent relationships. Characterizing dependent relationships is a student’s 
over-reliance on their teachers. Overly dependent children tend to behave in a possessive 
manner towards their teachers and may rely on teachers to resolve their socio-emotional 
or academic problems (Birch & Ladd, 1997, 1998; Hamre & Pianta, 2001; Howes, 
Phillipsen, & Peisner-Feinberg, 2000; Sabol & Pianta, 2012). Also, children who form a 
dependent relationship with their teachers may prefer interacting with their teachers 
compared to peers. For example, Birch and Ladd (1997) found a link between students’ 
high levels of dependence on the teacher to an inability to adjust to school, including a 
negative attitude towards school, less social engagement with other students, social 
withdrawal, and aggression towards peers. Likewise, Ladd and colleagues’ (1999) 
research showed that negative qualities (e.g., conflict, dependency) of student-teacher 
relationships were associated with school-related adjustment in later years, supporting the 
longitudinal implications of negative student-teacher relationships. 
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This research will focus on the potential benefits of strong student-teacher 
relationships and the damaging effects of negative student-teacher relationships on 
student development.  Including aspects of student behavioral adjustment in middle 
childhood: students’ classroom engagement and perceptions of peer support and 
loneliness.  
Student-teacher relationships and classroom engagement.  A body of research 
has considered the role of interactions between the students and teachers in setting the 
stage for students to engage within the classroom (e.g., Pianta, 1999). Students’ 
relationships with teachers significantly influence their social experiences (Pederson et 
al., 1978) and feelings of relatedness, which predict their engagement within the 
classroom environment (Furrer & Skinner, 2003). Student engagement often includes 
constructs such as “work orientation” (pleasure in work and application of maximum 
effort; Steinberg et al., 1989), “intrinsic motivation” (preference for challenges, mastery, 
interest; Ginsberg & Bronstein, 1993; Harter, 1978), classroom engagement, and 
academic behaviors (Blumenfeld, 1992; Fincham et al., 1989). Downer and colleagues 
(2007) conceptualized behavioral engagement as students’ observed involvement in a 
teacher-led academic activity. Behavioral engagement includes students’ interactions 
with the physical and social environment demonstrated by students’ effort, participation 
in activities, appropriate responses to a question, attention to the teacher, or active 
engagement in academic assignments.   
 The link between student-teacher relationships and student behavioral 
engagement can be measured through the teacher’s rating of the relationship and 
subsequent student outcomes.  Relationships perceived as close and warm both by the 
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teacher and the student lead to higher levels of student classroom engagement (Howes, 
2000; Wu et al., 2010). For instance, teacher ratings of closeness or conflict with 
individual students have been strong predictors of students’ school performance, school 
liking, and self-directedness (Birch & Ladd, 1997).  In contrast, teacher perceptions of 
their relationship with students as being conflictual and less close has predicted students’ 
lower production of classroom work (work habits), lower social tolerance, lower school 
competence, lower achievement outcomes, school avoidance, and student-reported 
feelings of loneliness (Birch & Ladd, 1997; Pianta et al., 1997). Similarly, students’ 
perceptions of the quality of their relationships with their teachers significantly affect 
how they perceive their ability to achieve, their engagement effort, and their performance 
within the classroom (Goodenow, 1993; Murdock, 1999). Furrer and Skinner (2003) 
showed that students who felt a connection or belongingness showed greater emotional 
and behavioral engagement in school. 
Interestingly, students’ feelings of relatedness to their teachers predicted their 
engagement from fall to spring. This finding is consistent with research revealing the link 
between students’ feelings of belonging or relatedness with teachers and their school 
engagement (Eccles & Midgley, 1989; Goodenow, 1993; Roeser et al., 1996). Significant 
findings suggest that the students’ feelings of relatedness to their teachers function 
beyond motivation and considerably affect their engagement within the classroom over 
time. The converse is also true, as students lower in relatedness to their teachers were 
lower in classroom engagement at one-time point, with diminishing engagement over 
time. Furrer and Skinner (2003) suggested that students who feel unimportant are more 
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likely to feel rejected and to become frustrated, bored, and withdrawn from learning 
activities.  
Significantly, student engagement may also influence the qualities of future 
student-teacher relationships and academic outcomes. Students who are engaged may 
receive more support from their teachers (Skinner & Belmont, 1993) and more favorable 
teacher reports of the student’s participation in academic and social activities. 
Remarkably, teachers’ expectations for students’ academic and social performance were 
higher when the teachers’ perceptions of the students’ engagement were higher. 
Specifically, engaged students tended to be more compliant and exhibit appropriate 
classroom behavior, contributing to teachers’ positive assessments and expectations 
(Rubie-Davies, 2008). The connection between qualities of the student-teacher 
relationship and student engagement has been demonstrated with students regardless of 
their race, gender, and socioeconomic status (SES) (Klem & Connell, 2004). As we begin 
to acknowledge the role of student-teacher relationships on student engagement from an 
academic perspective, it is just as important to recognize the role of this relationship on 
students’ interactions with peers.   
Student-teacher relationships and peer support. Research on peer outcomes has 
focused on the behavioral characteristics associated with being liked, accepted, and 
supported by peers (Coie et al., 1990; Ladd, 2005; Rubin et al., 2015).  Popularity refers 
to the extent to which children are liked by their peers and feelings of peer standing 
(Parkhurst & Hopmeyer, 1998). Research has highlighted the peer-perceived strength of 
the student-teacher relationship as highly influential on peer acceptance, and such 
student-teacher relationship variables account for 38-54% of the variance in peer 
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evaluations of social and academic competencies (Hughes et al., 2001). The study results, 
explained through social referencing, maintain that children rely on their observations of 
teachers’ interactions with classmates when forming perceptions of their attributes and 
likability. Such teacher interactions are the basis of teacher preference, which is the 
degree to which a teacher likes a specific student (Chang et al., 2004; Hughes, Zhang, & 
hill, 2006).  This preference is related to peer outcomes such that low teacher preference 
paired with conflictual student-teacher relationships are related to lower peer acceptance 
and support (Wentzel & Asher, 1995).  The influence that peers’ perceptions of student-
teacher relationships have on peer outcomes significantly predicts students’ perceived 
social competence and belief in their ability to navigate socially. Longitudinal evidence 
has shown that being rejected in school indicates later negative social self-perceptions, 
which are predictive of increases in peer rejection (Ladd & Troop-Gordon, 2003).  
Negative social self-perceptions affect the degree to which students believe they can 
successfully navigate socially (Bandura, 1977), referred to as efficacy. Negative self-
efficacy contributes to declining social competencies with growing beliefs that peers 
dislike them. This perception eventually leads to feelings of isolation and loneliness, 
increasing social anxiety through the perceived lack of peer acceptance and increased 
peer exclusion, manifested in feelings of loneliness (Rubin et al., 2011). 
Student-teacher relationships and student perceptions of loneliness.  Loneliness 
is a common emotional experience manifested in specific behaviors and emotions, 
including low self-esteem, increased social anxiety, and social avoidance (Vanhalst et al., 
2012).  According to the social needs theory, loneliness is a response to unmet social 
needs and unsatisfactory interpersonal relationships (Zhang et al., 2014), focusing mainly 
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on peer relationships. Significant associations have been made between peer exclusion, 
peer rejection, and peer victimization with loneliness (Asher & Paquette, 2003; Wang et 
al., 2016). Social exclusion, in turn, has been linked to an excluded person(s) developing 
feelings of loneliness (Buhs, Ladd, & Herald, 2006; Hughes & Im, 2016). Sullivan (1953) 
proposed that in childhood and adolescent periods of development, close friendships 
should promote the development of interpersonal skills, validating self-concept and 
feelings of well-being and thus serving as a preventive buffer against loneliness. 
Problematic peer relationships marked by peer rejection and adverse peer perceptions 
impact feelings of loneliness in students across time. For instance, third through sixth-
grade students who indicated that peers disliked them reported more feelings of 
loneliness (Asher & Wheeler, 1985; Crick & Ladd, 1988). Students’ perceptions of 
loneliness occur as early as kindergarten. These students have a clear concept of their 
social dissatisfaction (Cassidy & Asher, 1992), as it is the students’ appraisal of peer 
relationships that leads to feelings of loneliness (Terrell-Deutsch, 1999). For example, the 
strength of students’ (grades 3 to 5) perceived social and peer competence was 
significantly more predictive of loneliness than the student’s objective social status. Also, 
their perceptions of social competence being a significant mediator between peer 
relationships and loneliness (Sun et al., 2009; Zhou et al., 2005).  Thus, these studies 
underscore the critical role of student social self-perceptions in the start of loneliness.  
Far less research has focused on student social self-perceptions as a function of 
qualities of the teacher-child relationship and the contribution of these social self-
perceptions to outcomes such as loneliness. The limited research shows that students with 
low levels of teacher preference have higher levels of self-reported loneliness over time 
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(Mercer & DeRosier, 2008). Also, students with negative teacher relationships report 
loneliness more than those with positive relationships (Birch & Ladd, 1997). The 
mechanism of student-teacher relationships and its contribution to self and peer 
perceptions manifesting in loneliness has been established and further solidifies the role 
of student-teacher relationships in the development of self.  What must be considered 
amongst the breadth of work presented on student-teacher relationships and associated 
outcomes is the role of race in forming and sustaining this relationship.  
 Mediating role of race in student-teacher relationships.   
There is extensive research describing contributions of child characteristics to the 
quality of student-teacher relationships. There is especially plentiful research on the role 
of biological traits (e.g., race, gender) on student-teacher relationships (Choi & Dobbs-
Oates, 2016; Decker, Dona, Christenson, 2007; Hajovsky, Mason & McCune, 2017; 
Hughes et al. 2005; Rudasill et al., 2009, 2010, 2013; Saft & Pianta, 2001; Stuhlman & 
Pianta, 2002). The potential influence of race on student-teacher relationship quality is a 
concern due to the longitudinal effects of this relationship on student cognitive and social 
outcomes. Studies considering student race and student-teacher relationships have 
unfortunately been too small to understand the real impact of race beyond other factors 
such as family income (socioeconomic status) or single-parent family status (Aber, 
Morris, & Raver, 2012; Decker, Dona, & Christenson, 2007; McLoyd, 1998).  For 
example, Hughes and colleagues (2005) found that Black students in the first grade 
received lower ratings by their teachers on the quality of their relationship than their 
Hispanic and White peers, after controlling for a variant of socioeconomic status (i.e., 
parent education level).  Though these are important covariates, from a policy and 
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intervention standpoint, it is necessary to understand the true breadth and extent of the 
unique contribution of students’ race on teachers’ perceptions of the quality of their 
relationships with students.  
Research has consistently found that teachers describe higher-quality relationships 
with White and Hispanic students than with Black students (Birch & Ladd, 1997; 
Horwitz et al., 1998; Saft & Pianta, 2001; Taylor & Machinda, 1996). Moreover, 
previous research has found that student-teacher relationships perceived as close and 
those considered as conflictual in quality may be more predictive of future school 
trajectories and developmental outcomes for the ethnic minority in comparison to White 
students (Burchinal, Peisner-Feinberg, Pianta, & Howes, 2002; Meehan et al., 2003). 
Additionally, Garcia (2015) found that Black kindergarteners have poorer self-control, 
worse approaches to learning, and higher frequencies of externalizing behaviors than 
White kindergarteners. Before this, Ladd, Birch, and Buhs (1999) found that teachers 
rated children from nonminority and more advantaged backgrounds as forming closer and 
less conflictual relationships with their teachers compared to ethnic minority and 
disadvantaged peers. Also, Murray & Murray (2004) studied child-level correlates of 
student-teacher relationships. They found that race and gender were related to teacher 
perceptions of student-teacher relationships when comparing groups of students. The 
teachers reported the highest levels of conflict and dependency with Black students, 
suggesting that student race plays a role in forming teachers’ perceptions of the quality of 
their relationship with students. Similarly, Kesner (2000) found that child race influenced 
pre-service teachers’ reports of dependency in relationships with students. In this 
investigation, Black children were rated as more dependent in student-teacher 
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relationships than White children and “other” minority children regardless of teacher 
race.  
In more recent research, the variability in teacher ratings indicated that Black 
students tend to have student-teacher relationship scale scores (STRS) that are 3.50 points 
lower than their White peers (O’Connor, 2010). It is the relational scoring and how the 
teacher interacts with a student that differs significantly according to the student’s race. 
For example, research shows that teachers interact less with and offer lower praise to 
Black students (Guerra et al., 1997).  Such interactions were also recognized in earlier 
research by Entwisle and Alexander (1988), finding that first grade teachers responded 
differently to Black students than White students when the same behaviors were 
displayed, indicating fundamental interpretational biases in addressing students’ behavior 
on race.  Similarly, Zimmerman and colleagues (1995) examined whether teacher-rated 
behavior problem scores of students varied significantly according to the student’s race. 
Results indicated that Black students received the highest scores on the total behavior 
problem measure than Hispanic or White students. These scores are held for Black 
students regardless of the teacher’s race. 
Similarly, Scott and colleagues (2019) reported that, in student-teacher 
interactions from 13 elementary schools and two high schools, Black students across 
grades received more negative feedback from teachers, regardless of observed behaviors.  
This effect was significant with both Black and White teachers, noting that Black 
students received disproportionally more negative feedback for behaviors that were just 
as disruptive as behaviors of White students. In addition, there was an unbalanced use of 
exclusionary discipline and more intensive responses from teachers for Black relative to 
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White students. These findings suggest that it is essential to develop further 
understanding about student-teacher relationships among students of color, particularly 
among Black children, shown as having poorer quality student-teacher relationships than 
White peers.  This exploration will lead to an additional understanding of student-teacher 
relationships and their role in the developing self-concept of the student and how this 
development influences classroom engagement, peer support, and loneliness while 
utilizing the concept of intersectionality.    
Theoretical Framework 
Against a backdrop of the overarching questions for the study, “What are the 
teacher-rated differences in their perceived relationships with students of varying race 
and gender, and do those perceptions affect student’s rated self-concept in respect to 
social outcomes?”, I will employ an intersectionality framework. Intersectionality, as an 
analytical approach, considers multiple categories of identity, difference, and inequality 
(such as gender, race, class, and sexual orientation; Cole, 2009).  This consideration will 
pave the pathway to consider the aspects of inequality or power essential to analyses 
using intersectionality.  
Intersectionality.  Crenshaw (1989), through the use of intersectionality, brought 
attention to the limitations of analyses isolating race or gender as the primary category of 
identity, difference, or disadvantage (Collins, 1990; Smith & Stewart, 1983).  The 
concept of intersectionality, particularly within academia, addresses race-class-gender, 
often considered independently, but with little meaningful research on how such social 
categories jointly shape an individual’s experiences and outcomes.  Cole (2009) proposed 
that new research conceptualize intersectionality in three ways: identity, difference, and 
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disadvantage. The interesting concept here, as expressed by Cole (2009), is to “reassess 
any presumption that categories of identity, difference, and disadvantage define 
homogenous groups as they (traditional researchers) look for similarities that cut across 
categories” (pg. 175).   
The key to new research is to move from simply recognizing characteristics of an 
individual to understanding what a specific individual does within the context of the 
environment.  For example, one goal of using intersectionality is to understand students’ 
experiences in school contexts in regarding Black students as not just being Black and 
potentially falsely represented but to consider the potential role of biases in the classroom 
subverting critical developmental processes such as social competencies, social 
perceptions, and peer relationships.  Existing findings point to the possibility that Black 
students (boys and girls) may be more likely to experience negative effects on their 
adjustment at the intersection of race and gender as linked to student-teacher 
relationships. A central goal of this study is to understand how student-teacher 
relationships, specifically closeness and conflict ratings as perceived by the teacher, may 
affect Black students’ understanding of self and their subsequent peer relationships and 
classroom behaviors.   
Crenshaw (1989) formed the concept of Intersectionality to advance 
feminist/gender/sexualities/and women’s studies to bring attention to how race and 
gender interact to shape the multiple dimensions of Black women’s employment 
experiences.  My research here has utilized this theory to determine how race, gender, 
and social outcomes are reciprocally intertwined and potentially driven by the 
perceptions of the teacher. Intersectionality emphasizes the combination of students’ race 
 17 
and gender, resulting in social self-perceptions that are theoretically strengthened or 
weakened by teachers’ perceptions of their relationship with the student. This dynamic 
follows previous research in providing insight into “what intersectionality does, rather 
than what intersectionality is” (Cho, Crenshaw & McCall, 2013, pg.795). This research 
approached intersectionality through the lens of student similarities and differences in 
categories, including gender and race as they relate to student-teacher relationships, 
offering awareness of the link intersectionality has to power, as expressed through a 
structure of inequality.  Specifically, this research will attempt to conceptualize 
intersectionality in three ways; identity, difference, and disadvantage, while bringing 
light to the following as suggested by Cole (2009).  
1. Who is included within the categories? It helps facilitate the representation 
of those overlooked in the literature. The reference is to the ethnic 
minority (Black) students within the formal learning environment. This 
research will focus on the underrepresentation in the research on areas 
outside of these students’ control (e.g., teacher perceptions) rather than 
disruptive behaviors, maladjustment, and low achievement that have 
typically been studied.  
2. What role does inequality play? The use of intersectionality is to 
understand the relationship between Black students and the social 
environment (e.g., classroom), emphasizing the power relationship within 
this environment. The question begs an understanding of the role of 
inequality, not focusing on the categorical assignments of the students but 
the resulting experience of inequality.  Students of differing races and 
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genders reference such inequalities that generate schematic beliefs about 
what they can do and not do within the learning environment. Such 
inequalities may alter the trajectory of life opportunities, relationships, and 
achievement outcomes (Glick et al., 2004).  Specifically, this research will 
examine how the teacher perceives the student-teacher relationship relates 
to their beliefs and perceptions of themselves. 
3. Where are there similarities?  According to Cole (2009), the key is to 
“reassess any presumption that categories of identity, difference, and 
disadvantage define homogenous groups as they look for similarities that 
cut across categories” (pg. 175). This research will do more than define 
the student solely on race, but on the similarities that exist amongst all: the 
fundamental need to belong and the benefits of strong student-teacher 
relationships. Even with such similarities, there are variations across 
groups. This research will point to the variations in student-teacher 
relationships and how they may move a student to feel about their standing 
socially and their ability to make friends over time. 
Intersectionality seeks to understand the power dynamic within structural 
inequality among races, genders, classes, sexuality, and other disparities. The power 
dynamic emphasizes the way things work rather than who people are. Applying this view 
in a classroom perspective considers the status differences (e.g., relative power) between 
the teacher and the student accentuated by student race and gender. Such a consideration 
shifts the focus of responsibility and intervention to improve teachers’ lower 
interpersonal sensitivity or students’ higher in interpersonal sensitivity to fix the situation 
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to equalize power. In this way, the problem and the solution are not the students’ gender 
or race as an identity or learned pattern of behaviors; instead, the power dynamics need to 
be changed (Yoder & Kahn, 2003). 
This intersectionality framework provides the novel theoretical underpinning for 
this examination of the influences on Black students’ sense of self, the way they engage 
within the classroom, and their perceptions of peer support and loneliness within the 
school environment. The use of intersectionality in this research will focus on the 
potential mediating effects of students’ self-concept on essential classroom social 
processes. Referring to the base model (Figure 2.1) drawing on this intersectionality lens, 
a primary hypothesis of this study is that teachers’ biases shape the students’ social self-
perceptions, specifically, their self-concept. This process model places the teacher as the 
influencer by examining ratings of their perceived relationships with students and their 
effect on the students’ developing self.   
 
 
 
 
 
 
 
 
Figure 2.1 Mediating role of students’ social self-perception.   
 
 
The Developing Social Self-Perception and Student Pathways to Social Outcomes   
 Social self-perception is an influential factor in students’ motivational process 
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perception) and nonacademic (Patall, Awad, & Cestone, 2014). Substantial research 
suggests a reciprocal relationship between school social self-perception and achievement 
during all stages of the schooling process (Guay, Marsh, & Boivin, 2003; Marsh & 
Craven, 2006; Marsh & Martin, 2011). Social self-perception in its non-academic form 
generally covers four components: physical appearance, physical ability, peer relations, 
and relations with those of influence (e.g., parents, teachers).  A vital aim of this research 
is to understand the role of students’ interpersonal relationships with “those of influence” 
in forming students’ social self-perception and critical indicators in the school context, 
such as feelings of loneliness, engagement, and peer acceptance.  
 Interpersonal relationships, including student-teacher relationships, are considered 
critical developmental contexts that shape students’ adjustment (Pianta et al., 2003). The 
social component to self-perception is that student and adolescent experiences with key 
adults are associated with feelings of adequacy and well-being. Bukowski and Raufelder 
(2018) define social self-concept as “..referring to how a person perceives, experiences, 
and thinks about his or her features, existence, and functioning in the past, present, and 
future.” Academically, “the self is a useful concept for understanding what defines an 
individual and what does not define an individual” (pg. 144).  Within social self-
perception, there are multiple domains in which students can begin to assess themselves, 
including achievement, cognitive, athletic, and peer social competencies (Blakely-
McClure & Ostrov, 2016; Harter, 1988). Environments influence how students perceive 
or identify themselves and may strongly determine subsequent behaviors and outcomes. 
Student-teacher relationships are critical in these social contexts and are likely key in 
self-concept formation and related outcomes. For example, close and less conflictual 
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student-teacher relationships help form the student’s social competencies both by 
supporting their confidence and their effect on peer social referencing. Teachers can help 
their students identify with themselves by modeling positive affect and appropriate 
behavioral responses and generating social cues (Pianta, 1999). These experiences with 
their teacher can support students’ abilities to effectively navigate the social environment 
within the classroom and with peers (Serdiouk, Berry & Gest, 2016).  
Students’ success at navigating the social environment, along with the 
development of personal identities and social self-perceptions, has been associated with 
outcomes such as life satisfaction (Heubner, 1991; Ye et al., 2012), peer group status 
(Rudolph, Hammen, & Burge, 1995), adaptation to the school environment (Verschueren 
et al., 2001), and academic achievement (Marsh et al., 1999).  For instance, the 
individual’s social self-perception results from interactions with significant people (such 
as teachers) that shape the self by providing the child with information about how 
significant others view them which becomes a part of their self-concept (Leflot et al., 
2010).  It is important to note that the representations created, mainly when supportive 
relationships and interactions, help students develop positive feelings toward themselves. 
In contrast, interactions characterized by disapproval and conflict can cause the 
individual to think less of self and develop low self-esteem (Harter, 1999), underscoring 
how student-teacher relationships may impact social self-perception and related 
adjustment. The current study will focus on the predictive nature of student race and 
gender on students’ self-perception as mediated by student-teacher relationships and the 
influence on students’ peer competence, feelings of peer support, perceived loneliness, 
and behavioral engagement within the classroom. 
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 Little is known about the pathway from student-teacher relationships to student 
social self-concept and specific outcomes (e.g., loneliness, engagement). Intersectionality 
can help us understand the development of social self-concept due to the power dynamic 
held by the teacher and the impact on subsequent developmental pathways.  
 Social Self-perception and student classroom engagement. School engagement 
and the processes that influence it are through behavioral, cognitive, and emotional 
engagement.  These engagement parameters are further influenced by (and intersect with) 
the students’ characteristics (e.g., race, gender) as well by school characteristics (e.g., 
student-teacher relationships). These can affect students’ social and achievement 
motivation and school engagement (Wang & Eccles, 2013). Revisiting the structure of 
intersectionality, the commonalities or similarities that exist amongst all students include 
the need to belong, competence, and creating solid attachments (relatedness) to teachers 
and peers. Research by Ryan (1995) and Vansteenkiste and Ryan (2013) posited that 
these basic psychological needs are required for an individual’s overall growth and well-
being moderated by environmental conditions to influence an individual’s sense of 
personal well-being. Such conditions, referred to as social contexts, include proximal 
(e.g., parents, teachers, peers) and distal contexts (e.g., cultures, school social structures), 
work in concert and affect development and social functioning. Embedded in each 
proximal context (e.g., student-teacher) are various distal contexts (e.g., classrooms 
embedded into schools).  According to Deci and Ryan (2012), all students, regardless of 
race, possess these needs, and the lack of fulfillment in these areas can lead to lowered 
social self-perception and engagement. Rather than re-examining the magnitude or extent 
to which these differences manifest amongst categories (e.g., races and genders), the 
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research employed an intersectionality view. This view examined differences across races 
and genders in the extent to which the proximal contextual need for a strong relationship 
with a teacher is met and their effects on social development.     
When a student’s psychological needs are met within the school context, student 
engagement increases, contributing to optimal social and achievement outcomes in the 
classroom. Progression in any relationship includes growth in feelings of relatedness, 
connectedness, and belongingness. Within these relationships, personal views about self 
as worthy of love (or unworthy) and the distal contexts as friendly, polite (or hostile) can 
influence this progression.  Proximal and distal social contexts differ at the level in which 
they enable or impair the growth of basic psychological needs (Deci & Ryan, 2012).  For 
example, Deci and colleagues (1981) considered the proximal influence of social 
contexts. They found that teachers with closer, more positive relationships with students 
had more motivated students, had greater perceived competence in and for school, and 
perceived themselves more positively by the end of the school year. These are students 
who feel connected to, loved, and cared for by teachers and are more likely to internalize 
classroom standards and follow classroom rules, and demonstrate appropriate classroom 
engagement. These students are also more likely to be motivated, exhibit autonomous 
behaviors within the learning and social environment, and have a strong sense of 
competence.  
 Limited research considered students’ social self-perception and its influence on 
classroom engagement. For example, research has shown that self-perception impacts the 
strength of relationships, achievement, and engagement (Bakadorova & Raufelder, 2017; 
O’Mara et al., 2006). In addition, research suggests positive associations (e.g., Green et 
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al. 2012; Veiga et al. 2015) and a specific causal ordering (Bakadorova and Raufelder 
2017) for school social self-perception and emotional school engagement; social self-
perception may thus predict engagement but not vice versa. In addition, several studies 
regard school self-perception as an appropriate starting point for school engagement 
(O’Mara et al. 2006; Veiga et al. 2015), as the motivational nature in school self-
perception has peers and teachers as motivational supporters. The outcomes highlight the 
transactional nature of personal factors and the socio-motivational context (e.g., teachers 
and peers as motivators).  While there is a clear link between self-perception and 
engagement, we also need to examine the role of the student’s self-perception in 
predicting social outcomes, including peer support and perceived feelings of loneliness.  
Social Self-perception and peer support. Self-evaluations as influenced by adult 
relationships (e.g., student-teacher relationships) are at the core of students’ adaptive 
social development and social competencies (Hamre & Pianta, 2001; O’Connor, Dearing, 
& Collins, 2011).  Previous research examining the pathway between self-perception and 
social competencies showed that more positive self-perception predicted being liked, 
accepted, and supported by peers (Coie et al., 1990; Ladd, 2005; Rubin et al., 2015). Such 
positive results lead to greater student engagement in effective social behaviors that lead 
to successful peer interactions.  
 Research consistently views peer relationships as a function of early attachment, 
but little research has considered student-teacher relationships and social self-perception 
to influence peer outcomes. As previously noted, one mechanism by which teacher-child 
relationships may impact social self-perception and peer relationships is via social 
referencing. In social referencing, peers become aware of teacher preference – the degree 
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to which a teacher likes a specific student (Chang et al., 2004; Hughes, Zhang, & hill, 
2006). This preference is related to peer outcomes such that low teacher preference and 
conflictual student-teacher relationships are related to lower peer acceptance and support 
(Wentzel & Asher, 1995).  
In this study, I elaborated on this model by testing whether an impact on social 
self-perception mediates the effects of poorer quality relationships with teachers. Below, 
I review the limited literature that has focused on these associations.  
Social self-perception and loneliness. Student-teacher relationships have a 
significant influence on students’ perceived social competence. Students’ belief in their 
ability to navigate socially is, in part, a social reflection of their relationship with their 
teachers. Poorer social self-perception is associated with less frequent and rewarding 
social relationships and, often, feelings that social or relationship needs have not been 
met. 
Prior research indicates feelings of loneliness result from social categorization, 
stereotyping, and implicit attitudes. Such barriers lead to prejudices and exclusionary 
practices resulting in the excluded person(s) developing feelings of loneliness.  Sullivan 
(1953), for example, proposed that in childhood and adolescent periods of development, 
close friendships should promote the development of interpersonal skills validating self-
concept and feelings of well-being, thus serving as a preventive measure against 
loneliness. Problematic peer relationships marked by peer rejection and adverse peer 
perceptions tend to increase feelings of loneliness in students across time. Asher and 
colleagues, for example, found that third through sixth-grade students who indicated that 
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peers disliked them reported more feelings of loneliness (Asher & Wheeler, 1985; Crick 
& Ladd, 1988).  
Students’ social self-perceptions of peer incompetence manifested as loneliness 
can be found in students as early as kindergarten. These students have a clear concept of 
their social dissatisfaction (Cassidy & Asher, 1992), as it is the student’s appraisal of peer 
relationships that leads to feelings of loneliness (Terrell-Deutsch, 1999). For example, the 
strength of students’ perceived social and peer competence was significantly more 
predictive of loneliness than the student’s objective social status, with social self-
perceptions being a significant mediator between peer relationships and loneliness (Sun 
et al., 2009; Zhou et al., 2005).   
In this study, I will examine students’ perceptions of loneliness as a function of 
their relationship with their teachers. This linkage follows research showing that students 
with low levels of teacher preference had higher levels of self-reported loneliness over 
time (Mercer & DeRosier, 2008). Those with teacher-perceived negative relationships 
report more loneliness than those with positive relationships (Birch & Ladd, 1997). In 
sum, the mechanism proposed is that student-teacher relationships contribute to social 
self-perception and key classroom perceptions/attitudes that are important indicators of 
school adjustment. Examining these relationships and this model will add further 
evidence describing the role of student-teacher relationships on self-development. 
Additionally, I extended this research to include examining a potential role for race and 
gender in teacher-child relationships and subsequent adjustment. 
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Student-Teacher Relationships and Differences Across Racial and Gender Groups  
Race. There is increased focus on students’ race as a contributor to teachers’ 
perceptions of teacher-child relationship quality. However, studies including student race 
have been too small to understand or estimate the real effects of race beyond other, 
associated factors such as family income, or have examined race in conjunction with 
other factors, such as single-parent family status and socioeconomic status (Aber, Morris, 
& Raver, 2012; Decker, Dona, & Christenson, 2007; McLoyd, 1998).  No published 
studies sufficiently powered to examine race as a primary predictor were found. There 
are, however, many studies that have examined race in the context of other research 
questions.  
As previously noted, early evidence suggests race as a factor that needs to be 
considered in student-teacher relationships, as studies show differences in the behavior of 
teachers to students of differing races. Behaviors include conflicting cues, subtle signs of 
rejection, and distant non-verbal behaviors (Weitz, 1972; Word et al., 1974).  More recent 
evidence supports the early findings, as teachers tend to view students differently based 
on race. One study found Asian students were typically viewed more positively and 
Black students less positively by White teachers (McGrady & Reynolds, 2013). Also, 
White and Black teachers rated students’ work habits differently based solely on race, 
with Black students’ work and ability being rated as lower, even when controlling for 
students’ behavior (Takei & Shouse, 2008). Teachers also respond differently to Black 
and White students displaying the same social behaviors (Entwisle & Alexander, 1988).  
I proposed that the child’s race immediately places them at a disadvantage when 
entering into relationships with their teachers. It is clear that Black students are less likely 
 28 
to experience closeness but have more conflictual relationships with their teachers 
(Kesner, 2000; Ladd, Birch, & Buhs, 1999; O’Connor, 2010; Saft & Pianta, 2001). Such 
levels of closeness and conflict are likely to be particularly important for minority 
students’ developmental trajectories. Previous research has shown Black students have 
more negative student-teacher relationships and experience less supportive relationships 
than their White peers (Hamre & Pianta, 2001; Meehan et al., 2003; Saft & Pianta, 2001). 
These findings suggest that students of color, particularly Black students, may not accrue 
the same developmental benefits of a supportive student-teacher relationship as other 
students. This evidence indicates that the biological contribution of race has denied Black 
students the benefits of a strong student-teacher relationship, an important factor in future 
outcomes.  
In summary, Black students enter the classroom not only affected by SES, gender, 
familial and additional environmental variables but also are disadvantaged due to their 
race. A perfect storm of evidence suggests we need a new approach in understanding 
disparities within the formal learning environment. This approach focuses specifically on 
examining the role of race and how it places Black students at a considerable 
disadvantage in building effective and long-lasting student-teacher relationships, 
strengthening social self-perception and other social outcomes.  The use of 
intersectionality focuses on neglected groups to understand the context of inequality 
within student-teacher relationships formed not only by students’ race but also by gender.  
Gender. Previous research has found significant links between the gender of the 
student and the quality of their relationships with teachers. Boys tend to experience 
higher levels of conflict with their teachers than girls, and girls share more positive 
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relationships with their teachers than boys (Koepke & Harkins, 2008).  In addition, many 
researchers have reported that boys are more likely to have greater conflict and 
dependence as well lower closeness in relationships with teachers, mainly when teachers 
themselves are reporting the quality of that relationship (Baker, 2006; Hamre & Pianta, 
2001; Kesner, 2000; Rudasill, Rimm-Kaufman, Justice, & Pence, 2006). Teachers are 
also more likely to report problems with boys complying with instructions and directives 
(Stuhlman & Pianta, 2002).  Research shows girls and boys tend to engage differently at 
school, a difference that likely reflects both biologically-based predispositions and 
socialization experiences (Gurian & Henley, 2001). Boys tend to be more aggressive, 
assertive, and dominant in school settings than girls, and boys are more likely to show 
patterns of externalizing problems (Francis, 2000; Grossman & Grossman, 1994; Zahn-
Waxler, 1993). Boys call out more frequently than girls and are more effective at 
obtaining and maintaining the teachers’ attention (French & French, 1984; Sadker & 
Sadker, 1994). 
Intersectional effects of race and gender. However, of growing concern is the 
intersection of gender effects for Black students and the potential contribution to 
relationships with their teachers. Saft and Pianta (2001) found a significant ethnicity by 
gender interaction, indicating that White boys, Black boys and girls, and Hispanic girls 
were rated higher in conflict by their teachers. Such research focusing on ethnicity by 
gender was difficult to find. Still, this example highlights the effects of gender for Black 
students and their contribution to relationships with their teachers. Attempting to unpack 
more specific differences in student-teacher relationships among Black boys and girls 
was difficult to find outside of considering implicit bias effects among teachers. That area 
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was beyond the scope of this study, and the lack of research evaluating the intersection of 
race and gender points to a critical need for further investigation.  
Gaps in the research that the current study will address.  
Research on teachers’ relationships with students of color suggests that racial 
stereotypes can affect how teachers perceive and interact with students (Katz 1999; Yeh 
et al. 2008). However, much of this work focuses on teacher interactions with one group 
of students and does not compare teacher-student relationships across different racial 
groups. Therefore, it remains unclear whether certain groups of young people are 
disadvantaged relative to others in forging relationships with their teachers. This study 
used a structural equation modeling to address the research gaps and to examine the role 
of student-teacher relationships on students’ classroom engagement and social-emotional 
outcomes with peers. The research directly considered the role of student-teacher 
relationships on students’ social self-perception and classroom engagement, peer 
relationships, and loneliness. 
Examination of race and gender as social categories will allow for testing specific 
hypotheses on the interconnectedness that the experiences of these social categories 
create and into the links to other social and emotional factors (e.g., student-teacher 
relationships, self-concept, social outcomes). My novel examination of intersectionality 
will open the door to understanding the critical roles that race and gender play in creating 
and sustaining such a pivotal relationship as that with the teacher and the longitudinal 
social outcomes of the qualities of that relationship.  This intersectionality approach 
emphasizes social power dynamics and will examine how power and inequality construct 
the classroom and social experiences by testing student race and gender as mediators of 
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the qualities of student-teacher relationships. Also, this research will examine the 
mediating role of students’ self-concept on classroom engagement and social-emotional 
outcomes, including peer support and feelings of loneliness. 
I selected middle childhood as it is a pivotal developmental period leading up to 
early adolescence where social relationships, specifically peer relationships, are of 
increased importance. The desire to fit in and social acceptance is most vital in these 
years (Gifford-Smith & Brownell, 2002).  Also, this is the period where student-teacher 
relationships begin to wane in importance. Still, the significance of those relationships 
has longitudinal importance in the developmental outcomes for students. In leveraging a 
nationally representative dataset, student-teacher relationships measured in 3rd grade will 
be linked to student-reported social self-perception and downstream consequences of 
classroom engagement and perceptions of peer support and feelings of loneliness in the 
4th and 5th grades.     
The strength of student-teacher relationships and subsequent outcomes conducted 
through the use of teacher report instruments provided insights on closeness and conflict 
with students, and a multitude of outcomes (e.g., Birch & Ladd, 1997, 1998; Decker, 
Dona, & Christenson, 2007; Howes et al., 1994; Hughes et al., 2005; Kesner, 2000; Ladd 
et al., 1999; Lynch & Cicchetti, 1992; Murray, Murray, & Waas, 2008; Pianta, 1994; 
Pianta & Steinberg, 1992; Rudasill et al., 2010; Saft & Pianta, 2001; Sroufe, 1983).  
There is a considerable lack of research that includes assessment of student perceptions 
of their relationship with their teachers and how they view themselves socially as a result 
of (in part) the relationship with their teacher. Previous research has acknowledged that 
there is a need for studies that include outcomes such as students’ behavior and student 
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attributes (Hughes, Cavell & Willson, 2001).  This research relied on teachers’ 
perceptions of their relationships with Black and White students and operationalized 3rd-
5th-grade peer competence, prosocial behaviors, peer support, and loneliness using 
student self-reports. 
Potential teacher effects outside of more commonly used factors such as stress, 
teaching ability, or time in service, but as potentially impacted by the students’ race and 
gender, will be examined. Students’ race and gender equate to differences in student-
teacher relationship quality and related processes and outcomes. Understanding student-
teacher relationships as a function of group differences will fill a gap in student-teacher 
relationship research to understand the mechanisms through which this relationship 
influences specific behavioral outcomes and potential group differences in students’ 
adjustment. (O’Connor, Dearing, & Collins, 2011).  
Research Questions and Hypotheses 
This study will examine the role of student-teacher relationships on students’ self-
concept and outcomes, including classroom engagement and aspects of peer relationships 
(feelings of peer support and feelings of loneliness in 4th & 5th grades) while considering 
the mediating effects of students’ race and gender. The research addressed the following 
questions and hypotheses.  
RQ1. What is the association between student-teacher relationships in the third grade 
with students’ social self-perceptions and adjustment outcomes in fourth and fifth 
grades? 
H1A.  Student-teacher closeness will be positively associated with student-rated 
social self-perceptions in fourth and fifth grades. 
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H1B.  Student-teacher closeness will be positively associated with students’ 
adjustment outcomes in fourth and fifth grades.  
H1C.  Student-teacher conflict will be negatively associated with students rated 
social self-perceptions in fourth and fifth grades. 
H1D. Student-teacher conflict will be negatively associated with students’ 
adjustment outcomes in fourth and fifth grades. 
RQ2. Do students’ race and gender predict associations between qualities of student-
teacher relationships, social self-perceptions, peer outcomes, and classroom 
engagement? 
H2A: It is expected that Black male and female students will have more conflictual 
relationships with teachers, which, in turn, will be associated with lower 
ratings of social self-perception, peer outcomes, and classroom engagement in 
4th and 5th grades. 
H2B: White male and female students will have closer relationships with teachers 
and have higher ratings of social self-perception, peer outcomes, and 
classroom engagement in 4th and 5th grades. 
RQ3.  Do students’ social self-perceptions in the fourth-grade mediate student-teacher 
closeness and conflict effect on fifth-grade adjustment outcomes? 
H3A. Students’ social self-perception will mediate the relationship between 
student-teacher closeness and adjustment outcomes. 
H3B: Students’ social self-perception will mediate the relationship between 
student-teacher conflict and adjustment outcomes.  
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CHAPTER 3: METHODS 
Participants 
The Early Childhood Longitudinal Study, Kindergarten Class of 2011(ECLS-K: 
2011), a nationally representative sample selected from public and private schools 
attending full-day and part-day kindergarten in 2010-11. The children came from diverse 
socioeconomic and racial/ethnic backgrounds, and the sample includes both children in 
kindergarten for the first time and kindergarten repeaters. The ECLS-K: 2011 study also 
included children’s parents, teachers, schools, and before- and after-school care. The 
ECLS-K: 2011 followed a cohort of children from their kindergarten year (2010-2011 
school year, referred to as the base year) through the 2015-16 school year when most 
children enrolled to the fifth grade.  
  Data Source  
The ECLS-K:2011 is a longitudinal study with the same children followed from 
kindergarten through the fifth grade. Information was collected in the fall and the spring 
of kindergarten (2010-11), the fall and spring of first grade (2011-12), the fall and spring 
of second grade (2012-13), the spring of third grade (2014), the spring of fourth grade 
(2015), and the spring of fifth grade (2016). Field tests, pilot tests, and cognitive 
interviews were conducted at various points in the study to develop psychometrically 
sound cognitive assessments and gather information from teachers, school administrators, 
and parents to inform the development of new survey items.  
The ECLS-K:2011 provided comprehensive and reliable data that can describe 
and better understand children’s development and experiences in the elementary grades 
and how children’s early experiences relate to their later development, learning, and 
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experiences in school. The data allow researchers, policymakers, and educators to study 
how various student, home, classroom, school, and community factors at different points 
in the child’s life relate to cognitive, social, and emotional development.  
Sample size 
 During the base year (2010-2011), approximately 18,170 kindergartners from 
about 1310 schools and their parents, teachers, school administrators, and before- and 
after-school care providers participated in the study.  This study solely utilized the White, 
non-Hispanic and Black, non-Hispanic students, beginning in the Spring of 2014 (3rd 
grade) from public and private institutions from the Northeast, Midwest, South, and West 
regions of the United States. In the third through fifth grades, the sample consisted of 
8,488 White, non-Hispanic and 2,396 Black, non-Hispanic used to examine qualities of 
their relationships with their teachers and the associations between relationship qualities 
and self-concept and social outcomes.   
Measures 
Socioemotional development 
The ECLS-K:2011 socioemotional development assessments focus on aspects of 
social competence, including social skills (e.g., social interaction, attentional focus, and 
self-control) and problem behaviors (e.g., impulsivity and externalizing problem 
behaviors).  Teachers also reported on closeness and conflict between themselves and the 
participating student. Parents and teachers were the primary sources of information on 
students’ social competence and skills in kindergarten, first grade, and second grade. 
Students completed a self-administered questionnaire in the third, fourth, and fifth grades 
that assessed interest and perceived competence in reading, math, and science; 
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relationships with peers; social distress; occurrences of peer victimization; and life 
satisfaction and prosocial behavior. Analyzed for this study were the questionnaires from 
the fourth and fifth grades. Specific measures used in this study are described below and 
listed in Table 3.1. 
Student-teacher relationships. Student-teacher relationships were measured as 
conflict and closeness as perceived by the teacher at 3rd grade utilizing the Student-
Teacher Relationship Short Form (STRS-SF; Pianta, 1992).  The Student-Teacher 
Relationship Scale (STRS) examines teachers’ cognitive representations of relationships 
with their students in preschool through third grade (Pianta, 1994; Pianta & Nimetz, 
1991; Pianta & Steinberg 1992). The STRS does not directly measure any aspect of 
students’ relational schemas, instead, it measures aspects of teachers’ relational schemas, 
including some of their beliefs about students’ perceptions. Specifically, teachers report 
on their perceived relationships with students (e.g., dependent, sneaky, unpredictable, 
sees me as a source of punishment and criticism) using if-then scripts related to 
interpersonal situations with the student (e.g., if upset, this child will seek comfort from 
me). The closeness and conflict measures are grounded in attachment theory (Bowlby, 
1973). This three-dimensional measure consists of 1) warmth/security, 2) 
anger/dependency, and 3) anxiety/insecurity.  However, efforts to determine the correct 
empirical model for the factor structure of this scale have produced mixed results. The 
scale consists of five factors: 1) conflict/anger, which measures the struggle and 
emotional drain that the teacher experiences from the student; 2) warmth/closeness, 
which measures perceptions of warmth and closeness with the student, as well as student 
expressions of positive affect; 3) open communication, which measures student 
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willingness to share feelings and teachers’ attunement to the students’ feelings; 4) 
dependency, which measures students’ unnecessary requests for help from the teacher 
and overly strong reactions to separation from the teacher; and 5) troubled feelings, 
which measures the student’s refusal of teacher support and teacher’s worrying about the 
relationship (Pianta, 1994; Pianta & Steinberg, 1992). Within the framework of this 
study, the STRS-SF (APPENDIX A) closeness and conflict scales were used (e.g., alpha 
= .61-.69; Kesner, 2000; Palermo et al., 2007).  The 15-item short version of the STRS 
consists of eight items to form the closeness scale (alpha = .64-.86) and seven items for 
the conflict scale (alpha = .84-.91).  An example item for closeness is: I share an 
affectionate, warm relationship with this child. A sample question for the conflict 
subscale is: This child and I always seem to be struggling with each other.  
Child Assessments. In the fourth (2015; Appendix B) and fifth (2016; Appendix 
C) grades, ECLS-K: 2011 students completed a self-administered questionnaire. Topics 
on the child questionnaire included interest and perceived competence in reading, math, 
and science; relationships with peers; social distress; occurrences of peer victimization; 
and life satisfaction and prosocial behavior. The questionnaire included various items 
tapping bullying/victimization, social anxiety, social behaviors, and life satisfaction. In 
fourth grade, the child questionnaire had 35 questions and took approximately 8 minutes 
to complete. In fifth grade, the child questionnaire had 48 questions and took 
approximately 10 minutes to complete. 
The socioemotional items measured in the Early Childhood Longitudinal Study 
(ECLS) and included in the current study at each grade of interest form: 
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Students’ social self-perception in fourth and fifth grade was measured using the 
perceived social anxiety/fear of negative evaluations scale, containing three items 
adapted from the Social Anxiety Scale for Student-Revised (SASC-R; La Greca, 1993). 
These items include: 1) I worry about what other kids think of me; 2) I worry that other 
kids don’t like me; 3) I am afraid other kids will not like me. Internal consistency 
reliability (Cronbach’s alpha) was examined for these three items. The internal 
consistency was .84 in fourth grade and .88 in fifth grade. 
Classroom engagement in fourth and fifth grades was measured using the 
behavioral engagement scale, containing five items adapted from Skinner, Kindermann, 
and Furrer (2009). Items include: 1) I try hard to do well in school; 2) In class, I work as 
hard as I can; 3) When I’m in class, I participate in class discussions; 4) I pay attention in 
class; and 5) When I’m in class, I listen very carefully.  These items in ECLS-K:2011 
used the original wording reported in Skinner, Kindermann, and Furrer (2009), but the 
response options were adapted to match the response options for other items in the child 
questionnaire. The response options ranged from “Not at all true” to “Very true.” Internal 
consistency reliability was examined for these five items. The internal consistency was 
.74 in fourth grade and .74 in fifth grade 
Students’ feelings of Peer social support at the fourth and fifth grades were 
measured using the six items adapted from the Peer Social Support, Bullying, and 
Victimization Measurement scale (Vandell, 2000). These items were originally from 
Berndt and Keefe (1995), later adapted by Ladd (e.g., Ladd, Kochendorfer, & Coleman, 
1996), and later adapted for use in the NICHD SECCYD. Ten items in the scale included 
in the NICHD SECCYD were rated on a 5-point scale (Never, Hardly ever, Sometimes, 
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Most of the time, Always). Six of these ten items were administered in the ECLS-
K:2011, and children were asked to rate these items on an adapted 5-point scale (Never, 
Rarely, Sometimes, Often, Very often). 
Items include: 1) Kids in my class make me feel better if I’m having a bad day; 2) 
Kids in my class let me play with them; 3) Kids in my class make me feel happy; 4) Kids 
in my class would help me if I hurt myself on the playground; 5) Kids in my class tell me 
that I’m their friend; 6) Kids in my class would help me if other kids were being mean to 
me. Cronbach’s alpha was used to examine the internal consistency reliability of these six 
items. The internal consistency of these items was .84 in fourth grade and .87 in fifth 
grade. 
Students’ feelings of Loneliness in the fourth and fifth grades were measured 
using 3 items adapted from Parker and Asher (1993). Items include: 1) I feel alone at 
school; 2) I feel left out at school; 3) I feel lonely at school. Internal consistency 
reliability (Cronbach’s alpha) was examined for these items. These three items had an 
internal consistency of .85 in fourth grade and .89 in fifth grade. 
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Table 3.1. Overview of the study measures 
  
Measure 
  
3rd 
Grade 
 
4th 
Grade 
 
5th 
Grade 
 
 
  
Student-Teacher 
Relationships 
 
Child Social self-
perception 
 
 
 
Classroom 
Engagement 
 
 
 
Peer Social Support 
 
 
 
Loneliness 
STRS (SF) 
 
 
Perceived Social Anxiety/Fear of 
Negative Evaluations Scale 
 
 
 
Behavioral Engagement Scale 
 
 
 
 
Peer Social Support, Bullying, and 
Victimization Measurement Scale 
 
 
Parker & Asher (1993) 
   X  
 
 
   X 
 
 
 
 
   X 
 
 
 
 
   X 
 
 
 
   X 
 
 
 
 
      X 
 
 
 
 
      X 
 
 
 
 
      X 
 
 
 
      X 
 
  
 
 
Statistical Analyses 
Previous research on student-teacher interactions, relationships, and social 
outcomes, including competence, engagement, and loneliness variables in addition to 
mediating relationships, were tested using forms of structural equation modeling (SEM) 
(Cadima et al., 2016; Kean, P., 2005; Rijlaarsdam, J. et al., 2013; Zhang et al., 2012). 
SEM at its core is a combination of factor and multiple regression analyses and provides 
a structure to test relationships between dependent and independent variables. 
  The structural model in this study showed potential dependencies between 
variables in Table 3.1. The model provided further insight into student-teacher 
relationships in the third grade as moderated by the student’s race, as classified by parent 
report, and gender, specifically focusing on boys and girls. 
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The first step in the analyses was to test a measurement model to ensure 
constructs were appropriately measured and that the model was conceptually sound with 
acceptable model fit (Anderson & Gerbing, 1988). Next, race and gender as predictors of 
student-teacher relationships were tested. Thereafter, models were extended to include 
the socio-emotional outcomes in fourth and fifth grades, with the MODEL INDIRECT 
statement in Mplus used to determine whether student-teacher relationships mediated the 
relation of race and gender to outcomes and then to examine whether student-teacher 
relationship and social self-perception scores mediated relations of race and gender to 
student engagement, peer social support, and loneliness.  
Chi-square statistics and goodness-of-fit indices were used in combination to 
assess model fit. Chi-square is a test measuring exact fit, with the non-significant chi-
square value indicating that the model fits the data perfectly (Kline, 2016). With the chi-
square statistic is used to judge model fit (a non-significant value indicates good fit), 
essential to note that the chi-square test is sensitive to a large sample size, which 
increases the probability of rejecting the null hypothesis (H0) (Kline, 2010). Additional 
measures of goodness-of-fit indices were used as suggested by Hu and Bentler (1999) 
and Marsh, Hau, and Wen (2004) to prevent misinterpreting small changes as a mark of 
significance. Specifically, the root means square error of approximation (RMSEA), the 
standardized root mean squared residual (SRSR), the comparative fit index (CFI), and the 
Tucker–Lewis Index (TLI). RMSEA values less than .05 (Browne & Cudeck, 1993) and 
CFI and TLI values greater than .95 (Hu & Bentler, 1999) are recommended for evidence 
of good model-to-data fit. The Comparative Fit Index (CFI; Bentler, 1988) is a goodness 
of fit index, and higher values indicate better model fit. CFI values that are greater than 
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0.95 indicate good model fit (Hu & Bentler, 1999). The Root Mean Square Error of 
Approximation (RMSEA) considered a “badness-of-fit” index, as the higher values in 
this approximation indicate poor fit. RMSEA values less than 0.06 indicate good model 
fit (Hu & Bentler, 1999). The SRSR is viewed as another “badness-of-fit” index, with 
values less than 0.08 indicating acceptable model fit (Kline, 2016). Consideration is 
given to misspecified parameters and, with Mplus (Muthen & Muthen; version 8.5), this 
information is displayed in the model modification indices (MI). The overall function of 
MI is for the identification of poorly fitting parameter constraints; in essence, all of the 
fixed parameters are assessed to identify which of the parameters, if freely estimated, 
would contribute to a significant decrease in the chi-square statistic. Mplus reports those 
parameter values having an MI value equal to or greater than 10.00 (Byrne, 2013). The 
MI represents a cross-loading, such that if the observed variable is to load onto another 
factor, attention needs to be on the Chi-square decrease. 
 
CHAPTER 4: RESULTS 
 
Preliminary analyses 
This study is unique in the attempt to understand the dynamic between student-
teacher relationships and student demographics (race and gender) and how that may 
contribute to specific social outcomes.  Therefore, prior to hypothesis testing, preliminary 
analyses were conducted to describe key features of the data and to define and summarize 
the study variables used in subsequent analyses. Presented first are the descriptive 
statistics and correlational analyses for all study variables. Then presented are the results 
from hypothesis testing. 
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Descriptive statistics for study variables.   Descriptive statistics for all variables 
(Table 4.1) and group demographics are found in Tables 4.2 – 4.5 (contained within the 
Appendix D). Regarding student-teacher relationship variables in the 3rd grade for Black 
and White students, the average conflict score was 1.60 out of 5, while teacher perceived 
closeness scores averaged 4.15 out of 5.  Regarding social outcome variables, average 
student social self-perception scores on a scale of 5 were 2.18 in the 4th grade and 2.14 in 
the 5th grade: the lower the number in this case, the lower the concern for other students' 
perceptions. Average classroom engagement scores in 4th grade were 4.30 and 4.30 in 5th 
grade. Average loneliness scores for all students in 4th grade were 1.68 and 1.67 in the 5th 
grade. This low score depicts lower feelings of loneliness. Average peer social support 
scores in 4th grade, were 3.93 and 4.03 in the 5th grade.  
 
 
 
 
Table 4. 1 
Descriptive Statistics for All Study Variables 
 N Range Min Max M SD 
Teacher Closeness 11894 4.00 1.00 5.00 4.15 .72 
Teacher Conflict 11901 4.00 1.00 5.00 1.60 .77 
Social self-perception 
4th Gd 
12046 4.00 1.00 5.00 2.18 1.12 
Classroom Eng 4th 
Gd 
12086 4.00 1.00 5.00 4.31 .58 
Peer Support 4th Gd 12085 4.00 1.00 5.00 3.94 .85 
Loneliness 4th Gd 12062 4.00 1.00 5.00 1.69 .92 
Social self-perception 
5th Gd 
11405 4.00 1.00 5.00 2.15 1.160 
Classroom Eng 5th 
Gd 
11433 4.00 1.00 5.00 4.20 .55 
Peer Support 5th Gd 11424 4.00 1.00 5.00 4.04 .86 
Loneliness 5th Gd 11414 4.00 1.00 5.00 1.67 .94 
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 Within race and gender descriptive statistics. Examined were the averages across 
student-teacher relationships and social outcomes.  The descriptive statistics were 
separated according to student race and gender, as shown in Tables 4.2 (Black boys) and 
4.3 (White boys), 4.4 (Black girls), and 4.5 (White girls) contained within Appendix D.  
Average teacher closeness scores for Black boys were M = 3.94, and M = 4.05 for White 
boys, while the teacher-rated conflict was M = 2.14 for Black boys and  M = 1.72 for 
White boys.  
The average teacher-rated closeness for Black girls was M = 4.21, and M = 4.31 
for White girls. Also, Black girls’ teacher-rated conflict was a M = 1.69, and M = 1.39 
for White girls. Furthermore, Black girls had lower mean scores in all social outcomes in 
comparison to White girls.  
All study variables correlations. Correlations for all variables are found in Table 
4.6 and group correlations in Tables 4.7- 4.10 within the Appendix E. Initial exploration 
considered the strength of the associations between student-teacher relationships and 
student outcomes. There was a significant positive association between teacher reports of 
closeness and all social outcomes in 4th and 5th grades except for student perceived 
loneliness. In comparison, there was a significant association between teacher-reported 
conflict and all social outcomes. 
Race and gender correlations. Examination of the relations among Black and 
White boys and girls and the outcome variables in 4th and 5th grades were computed and 
shown in Tables 4.7 – 4.10 in Appendix E. Black boys showed a significant negative 
correlation to teacher-rated closeness scores and a significant positive correlation to 
teacher-rated conflict scores, in comparison to White boys showing a significant positive 
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correlation to teacher-rated closeness scores and a significant negative correlation to 
teacher-rated conflict. The social outcomes show further disparity, as Black boys in the 
4th grade show significant negative correlations to social self-perception and peer support. 
The correlations remain negatively significant in the 5th grade among social self-
perception, classroom engagement, and peer support, compared to White boys, who show 
positive correlations across all social outcomes in the 4th and 5th grades.  
Comparisons between Black and White girls (coded 0 = female, 1 = male) yielded 
noticeable results. Black girls show a significant negative correlation to teacher-rated 
closeness and a significant positive correlation to teacher-rated conflict scores. White 
girls showed significant positive correlations to teacher-rated closeness and significant 
negative correlations with teacher-rated conflict. The social outcomes displayed the same 
disparity as with the boys. Black girls in the 4th grade showed significant negative 
correlations with social self-perception, classroom engagement, and peer support. In the 
5th grade, classroom engagement and peer support remained negatively significant.  In 
comparison, being a White girl was significantly positively correlated to classroom 
engagement and peer support in 4th and 5th grades and non-significant correlations to 
social self-perception and loneliness. 
In final consideration, there are representations of variable stability based on these 
correlations. The correlations suggest that all measures in the fourth grade were 
associated with fifth-grade measures with correlations of moderate magnitude, suggesting 
substantial strength in these outcomes across these grades. 
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Table 4.6  
All Variables Correlations 
 1 2 3 4 5 6 7 8 9 10 11 12 13 
1. Black Students  1 -.611** -.003 -.044** .173** -.034** -.042** -.054** -.005 -.037** -.043** -.043** -.008 
2. White Students   1 -.014 .060** -.093** .027** .045** .058** .013 .023* .050** .056** .002 
3. Gender    1 .182** -.217** .109** .170** .097** .077** .109** .162** .083** .065** 
4. Teacher Closeness 3rd     1 -.330** .020* .165** .115** -.008 .045** .165** .109** -.007 
5. Teacher Conflict 3rd      1 .088** -.211** -.192** .136** .078** -.215** -.194** .149** 
6. Self-perception 4th       1 -.123** -.307** .577** .510** -.120** -.251** .382** 
7. Engagement 4th        1 .407** -.158** -.121** .522** .259** -.137** 
8. Peer Support 4th         1 -.468** -.244** .308** .527** -.338** 
9. Loneliness 4th          1 .384** -.162** -.356** .481** 
10. Self-perception 5th           1 -.149** -.353** .600** 
11. Engagement 5th            1 .367** -.187** 
12. Peer Support 5th             1 -.569** 
13. Loneliness 5th              1 
**. Correlation is significant at the 0.01 level (2-tailed). 
*. Correlation is significant at the 0.05 level (2-tailed). 
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Measurement Model Fit 
Next, the measurement model for the outcome measures was specified based on the 
assumed study constructs assessed by different items. Table 4.11 displays model fit 
statistics for each construct and the questions that contribute to that construct. Item level 
data loading onto each construct generally showed good model fit in the 4th and 5th 
grades. Table 4.12 displays model fit statistics for the full measurement model. Overall, 
the fit statistics for the measurement model were within the suggested ranges to be 
considered a good fitting model (Hu & Bentler, 1999; Kline, 2016). The measurement 
model focuses on how and to what extent observed variables are linked to their latent 
factors. The goodness of fit provides confidence in loading the variable parts into the 
overall constructs.  All items loaded significantly on to hypothesized factors with loading 
values above .3.  
Within the measurement model, some of the model indices are greater than 10.00. 
Some of the unstandardized estimates at negative approximations are the observed 
variable V3CENG4 (designed to measure 4th-grade Classroom Engagement). If it were to 
load additionally onto 4th-grade social self-perception, the overall model χ2 would 
decrease by approximately 10.15, and this parameter’s unstandardized estimate would be 
approximately -0.03. Examples such as these are expected within the indices and can be a 
helpful way to determine if an identified parameter is a justification to consider model re-
specification. Model re-specification was decided against, as the model was already a 
good fit, and any respecification would lead to an overfitting model. (MacCallum, 
Roznowski, & Necowitz, 1992). Overall, these findings support the measurement model 
comprising four different fourth and fifth grade outcomes, respectively. 
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Table 4.11 
Model Fit for Social Constructs                 
   4thGrade     5thGrade     
  X2 RMSEA CFI   SRMR X2 RMSEA CFI SRMR 
         
Classroom Engagement  381.35 .08 .97 .02 535.89 .09 .96 .03 
I try hard to do well in school         
In class, I work as hard as I can         
When I’m in class, I participate in discussions         
I pay attention in class         
When I'm in class, I listen very carefully         
         
Self-Perception 2.15 .01 1.00 .01 37.56 .05 .99 .04 
I worry about what others kids think of me         
I worry that other kids don’t like me         
I am afraid other kids will not like me         
         
Loneliness 176.84 .12 .98 .09 257.14 .10 .98 .13 
I feel lonely at school         
I feel left out at school         
I feel alone at school         
         
Peer Support 877.25 .09 .96 .03 714.95 .08 .98 .02 
Kids in my class let me play with them         
Kids in my class make me feel happy         
Kids in my class will help me if I hurt myself 
on the playground         
Kids in my class tell me I'm their friend         
Kids in my class would help me if other kids 
were being mean to me                  
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Note: X2: Chi-Square; RMSEA: Root Mean Square Error of Approximation;  
CFI: Comparative Fit Index; SRMR: Standardized Root Mean Squared Residual. 
p <.05 
 
 
 
Research Aim 1: Understand how student-teacher relationships measured in third 
grade are associated with fourth and fifth grade outcomes. 
 The first research aim was to understand further the role of teacher-rated 
closeness and conflict on student outcomes. Specifically, the purposes were to determine: 
(a) if student-rated social self-perception is associated with teacher-rated closeness and 
conflict; (b) whether these same closeness and conflict ratings are associated with 
students’ social adjustment outcomes in the fourth and fifth grade.   
 Teacher-rated closeness and students’ social self-perception. To test 
hypothesis 1a (student-teacher rated closeness is positively associated with students’ 
social self-perception in fourth and fifth grades), the first portion of the SEM models 
were run with social self-perception regressed on teacher-rated closeness.  Tables 4.13-
4.14 contain the results from the regression models for associations between student-
teacher relationships and social self-perception in the fourth and fifth grades.  Results 
show that third-grade teacher-rated closeness did not explain a significant portion of the 
variance in students’ social self-perception in the fourth grade. A change in teacher rating 
Table 4.12 
Fit Statistics for Full Measurement Model  
    
 X2 RMSEA CFI SRMR 
All Social Constructs 9645.13* .04 .95 .04 
Self-Concept     
Classroom Engagement     
Peer Social Support     
Loneliness     
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is associated with a .020 change in the predicted value of students’ social self-perception 
in the fourth grade. Based on the output provided in Table 4.13, the model explains 0% of 
the variance in fourth grade social self-perception (R2 = .000, z = .987, p < .32). 
Conversely, teacher-rated closeness in the third grade is associated with a significant .047 
change in the predictive value of students’ social self-perception in the fifth grade, 
accounting for .2% of the variance in the model (R2 = .002, z = 2.28, p < .02).    
The outcome does not support hypothesis 1A, as there was a non-significant effect 
of teacher-rated closeness on social self-perception in the fourth grade. Comparatively, 
hypothesis 1A1 was supported in that the impact of teacher-rated closeness on students’ 
social self-perception did bear greater significance in the fifth than the fourth grade. 
Specifically, teacher-rated closeness in the third grade was associated with students being 
less concerned about their social self-perception in the fifth than fourth grade.   
 Teacher-rated closeness and students’ social outcomes.  Structural equation 
models were run to address hypothesis 1b (role of student-teacher closeness on students’ 
outcomes in fourth and fifth grades). The model with social outcomes including 
classroom engagement, peer support, and loneliness in the fourth grade regressed on 
third-grade teacher-rated closeness were run. Tables 4.13 – 4.14 displays the results from 
fourth and fifth grade.  For students in the fourth grade, their teacher-rated closeness 
scores in the third grade is associated with a significant .177 change in the predicted 
value of students’ classroom engagement, accounting for 3.1% of the variance (R2 = .031, 
z = 8.27, p < .00). In addition, a .123 change in the predicted value of student rated peer 
support accounted for 1.5% of the variance (R2 = .015, z = 6.13, p < .00), and a non-
significant -.008 change in the predicted value of student rated loneliness in the fourth 
 51 
grade accounted for 0% of the variance in the model (R2 = .000, z = .297, p = .77). 
Comparatively, for students in the fifth grade, their third-grade teacher rated closeness is 
associated with a significant .173 change in the predicted value of classroom engagement, 
accounting for 3.0% of the variance (R2 = .030, z = 7.49, p < .00). In addition, a .114 
change in the predicted value of peer support accounted for 1.3% of the variance (R2 = 
.013, z = 5.52, p = .00), and a non-significant -.007 change in the predicted value in 
student rated loneliness accounted for 0% of the variance (R2 = .000, z = .241, p = .81). 
 Hypothesis 1B was not fully supported as teacher-rated closeness in the third 
grade was only significantly associated with students’ classroom engagement and peer 
support in fourth and fifth grade, with loneliness showing no significant association.  
Additionally, hypothesis 1B1 was not supported because there wasn’t a significant 
increase in the effect of third-grade teacher-rated closeness on social outcomes from 
fourth to fifth grades.  
 Teacher rated conflict and students’ social self-perception. Addressing 
hypothesis 1c (negative association between teacher-rated conflict and student social self-
perception across fourth and fifth grades), we regressed students’ social self-perception 
on teacher-rated conflict. As shown in Tables 4.13 – 4.14, third-grade teacher-rated 
conflict is associated with a significant .097 change in the predictive value of students’ 
social self-perception in the fourth-grade, accounting for .9% of the variance in the model 
(R2 = .009, z = 4.51, p < .00).  In fifth grade, teacher-rated conflict in the student’s third-
grade year is associated with a significant .084 change in the predicted value of students’ 
social self-perception in the fifth grade, accounting for .7% of the variance in the model 
(R2 = .007, z = 3.73, p < .00).  Hypothesis 1c suggested that teacher-rated conflict would 
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negatively affect students-rated social self-perception in fifth then fourth grade. Results 
show that the association between teacher-rated conflict and students’ social self-
perception remained significant but decreased from fourth to fifth grade.   Overall, there 
was no hypothesized effect when regressing student social self-perception on teacher-
rated conflict. The expectation was for students higher in teacher-rated conflict to 
experience higher levels of concern for other students’ perception of them, which the 
results do not support. Hypothesis 1C1 was also not supported due to the non-effect of 
teacher conflict on student social self-perception.  
 Teacher rated conflict and students’ social outcomes. Analyses were 
conducted to address hypothesis 1D (there will be negative associations between teacher-
rated conflict and student social outcomes across fourth and fifth grades). Tables 4.13 - 
4.14 show that teacher-rated conflict in the third grade is associated with fourth-grade 
social outcomes. The model displays a negatively significant change of -.255 on the 
predicted value of students’ classroom engagement accounting for 6.5% of the variance 
(R2 = .065, z = 11.24, p < .00). In addition, conflict predicted a -.207 change in the 
predicted value of student rated peer support accounting for 4.3% of the variance (R2 = 
.043, z = 9.20, p < .00), and a significant .134 change in the predicted value of student 
rated loneliness in the fourth-grade accounting for 1.8% of the variance in the model (R2 
= .018, z = 6.30, p < .00).  In comparison, for the students’ social outcomes in the fifth 
grade, the results display a significant -.266 change in the predicted value of students’ 
classroom engagement accounting for 7.1% of the variance (R2 = .071, z = 12.81, p < 
.00). In addition, there was a significant -.203 change in the predicted value of student 
rated peer support accounting for 4.1% of the variance (R2 = .041, z = 10.04, p < .00), 
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and a significant .144 change in the predicted value of student rated loneliness accounting 
for 2.1% of the variance in the model (R2 = .021, z = 7.14, p < .00).  Hypothesis 1D1 
suggested that teacher-rated conflict will have a greater effect on student-rated classroom 
engagement, peer support, and loneliness in fifth than in the fourth grade. The results 
partially support that hypothesis. Students’ classroom engagement had a significant, 
negative increase from fourth to fifth grade. In addition, peer support held a significant 
negative result in the fourth grade that was slightly higher than the fifth grade (-.207 in 
comparison to -.203), and loneliness scores were positively significant with an increase 
from fourth to fifth grades. The results fully supported the hypothesis among all outcome 
variables. It considers the effect of teacher-rated conflict with students at an early 
experience in the third grade and how that experience carries over time in subsequent 
grades. 
 
  
 
 
 
 
 
 
54 
  
Table 4.13   
Regression Analyses STRS 4th Grade   
  
                              Est.       S.E.        t            p           R2                               Est.      S.E.         t              p         R2 
SPERC4_1 ON                                                                 .000 SPERC4_1 ON                                                                 .009 
    TCLOSE             .020       .010       1.971      .049                      TCONF                .097      .011       9.069       .000        
   
 CENG4_1 ON                                                                  .031  CENG4_1 ON                                                                  .065 
    TCLOSE             .177       .011     16.485        .000     TCONF               -.255      .011    -22.561      .000 
  
 PEERS4_1 ON                                                                 .015  PEERS4_1 ON                                                                 .043 
    TCLOSE             .123       .010     12.268        .000     TCONF               -.207      .011    -18.513      .000 
  
 LONE4_1 ON                                                                  .000  LONE4_1 ON                                                                   .018 
    TCLOSE            -.008       .013     -0.811         .417      TCONF                .134       .012     12.598      .000 
Note: TCLOSE = teacher closeness; TCONF = teacher conflict; SPERC4 = social self-perception 4th grade; 
CENG4 = classroom engagement 4th grade; PEERS4 = peer support 4th grade; LONE4 = loneliness 4th grade. 
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Note: TCLOSE = teacher closeness; TCONF = teacher conflict; SPERC5 = social self-perception 5th grade;  
CENG5 = classroom engagement 5th grade; PEERS5 = peer support 5th grade; LONE5 = loneliness 5th grade. 
Table 4.14  
Regression Analyses STRS 5th Grade   
  
                              Est.      S.E.       t             p         R2                             Est.       S.E.          t            p             R2 
SPERC5_1 ON                                                                .002 SPERC5_1 ON                                                                      .007 
    TCLOSE             .047      .010      4.551        .000     TCONF              .084        .011       7.469       0.000 
 
 CENG5_1 ON                                                                 .030 
 
CENG5_1 ON                                                                       .071 
    TCLOSE             .173      .012     15.032       .000     TCONF             -.266        .012     -22.655      0.000 
  
 PEERS5_1 ON                                                                .013  PEERS5_1 ON                                                                     .041  
    TCLOSE             .114      .010      11.100       .000     TCONF             -.203        .011     -17.786      0.000 
  
 LONE5_1 ON                                                                  .000  LONE5_1 ON                                                                       .021 
    TCLOSE            -.007      .010        -.684       .494     TCONF              .144         .011      13.172      0.000 
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Research Aim 2: Determine whether Race and Gender predict associations between 
qualities of student-teacher relationships, social self-perceptions, peer outcomes, and 
classroom engagement. 
  The second research aim was to determine whether Black male and female 
students have more conflictual and less close relationships with teachers, consequently 
relating to Black students’ lower ratings of social self-perception, peer outcomes, 
loneliness, and classroom engagement. Specifically, this aim addresses the predictive role 
of student race and gender on the mediating effects of teacher-rated closeness and 
conflict on students’ social outcomes. This aim was addressed through a two-step 
process; hypotheses 2A-2B specifically testing how student race and gender are related to 
student-teacher relationships and social outcomes. Hypotheses 2C-2D tested the 
relationship of student race and gender on social outcomes as mediated by student-
teacher rated closeness and conflict.  
Testing was completed using two-way ANOVAs. Before running the test, a 
normality test was conducted using the SW test for normality (Shapiro & Wilk, 1965); 
SW was chosen  because it is the most powerful and omnibus test in cases of non-
normality (Oztuna et al., 2006). None of the variables in the results were normally 
distributed. However, as Harwell et al. (1992) stated, non-normality in ANOVAs has a 
negligible effect on power and only a slight increase in the α. In addition, this slight 
increase was generally found in sample sizes that were smaller than 105.  Though the 
variables teacher-rated closeness (WShapiro-Wilk (11894) = .118, p < .001), conflict 
(WShapiro-Wilk (11901) = .219, p < .001), social self-perception 4th grade (WShapiro-Wilk 
(12046) = .145, p < .001) and 5th grade (WShapiro-Wilk (11405) = ..161, p < .001), 
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classroom engagement 4th grade (WShapiro-Wilk (12086) = .153, p < .001) 5th grade 
(WShapiro-Wilk (11433) = .148, p < .001), peer-support 4th grade (WShapiro-Wilk (12085) = 
.114, p < .001) and 5th grade (WShapiro-Wilk (11424) = .132, p < .001),  and loneliness 4th 
grade (WShapiro-Wilk (12062) = .242, p < .001)  and 5th grade (WShapiro-Wilk (11414) = .957, 
p < .001), are statistically significantly non-normally distributed, ANOVAs were used 
with confidence. 
Student Race and Gender Contributions to Student-Teacher Relationships 
and Social Outcomes.  Analyses were run to test the following hypotheses: 
H2A: Black boys and girls will have lower mean scores in teacher-rated closeness 
and higher mean scores of teacher-rated conflict. 
H2B:  Black boys and girls will have lower ratings of social self-perception, 
classroom engagement, peer support, and loneliness in 4th and 5th grades.  
A two-way between-groups analysis of variance (ANOVA) was performed. This 
analysis allowed a view of the individual and combined effects of our independent 
variables (race and gender) on our dependent variable (e.g., student-teacher closeness). In 
keeping with the research questions and hypotheses, two-way ANOVAs can help answer 
the questions on comparisons between Black and White students. The two-way design 
will test the main effect for each independent variable while exploring any interaction 
effects. In addition, post-hoc Bonferroni-adjusted contrasts were used to evaluate the 
mean differences between Black and White students in teachers’ perceptions of their 
relationships and the mean differences between Black and White students on social 
outcomes. Tables 4.15-4.18 display the results. 
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Race and Gender Comparisons of Student-Teacher Relationships. 
Referencing Table 4.15 it is clear Black students are less close and more conflictual in 
their relationships with teachers. In addition, Black students were lower in their 
perception of classroom engagement and peer support. Still, their social self-perception 
and loneliness mean scores were lower according to the scale, meaning that the students 
had less concern for what others thought of them and lower feelings of loneliness.  Tables 
4.16 – 4.17 contain the results from the two-way ANOVAs.  Results show a non-
significant interaction effect of race x gender on teacher-rated closeness (Table 4.16).  
However, there were statistically significant but small main effects for race and gender on 
teacher-rated closeness.  In comparison, there was a significant interaction effect of race 
x gender to teacher-rated conflict, although this effect was small (Table 4.17). Also, 
students’ race and gender each showed an independent relation to teacher-rated conflict.  
With a view on the interaction effect, analyses were conducted on simple effects, 
taking the subgroups' results (e.g., Black males, White males) as displayed in  
Tables 4.18 - 4.19. The significant interaction allows a view of race separately for males 
and females to teacher-rated conflict. Conducted one-way between-groups analysis of 
variance to explore the impact of race according to gender on teacher-rated conflict.  
Results showed a statistically significant difference at p < .05 in teacher-rated conflict 
scores for Black males in comparison to White males, F (1, 5853) = 203.27, p = .00. 
Comparisons indicated that the mean scores for Black boys for teacher-rated conflict (M 
= 2.14, SD = .98) were significantly higher than White boys (M = 1.69, SD = .80).  
The same analyses were conducted for girls, and the results showed a significant 
difference at p < .05 in teacher-rated conflict scores for Black girls compared to White 
59 
 
girls, F (1, 5576) = 165.12, p = .00.  Comparisons indicated that the mean scores for 
Black girls for teacher-rated conflict (M = 1.69, SD = .83) were significantly higher than 
White girls (M = 1.38, SD = .58). To highlight the strength of teacher-rated conflict, the 
R2 between the two relationships dynamics seem to be explaining more the two times the 
amount of variance than closeness.  
As expected, the results support hypothesis 2a, as Black students were 
significantly more prone to suffering lower perceived closeness and were higher in 
teacher perceived conflict. Similarly, boys were likely to be lower in closeness and higher 
in conflict than girls, independent of their race. Of importance, the results also highlight 
Black boys as being higher than all students in teacher perceived conflict (M = 2.14) and 
having the lowest mean scores in perceived closeness (M = 3.95). Black girls also had 
higher mean conflict scores (M = 1.69) than White girls (M = 1.38)  and were congruent 
in conflict scores with White males (M = 1.69).  
Race and Gender Comparisons of Social Outcomes.  To test hypothesis 2b 
(black students will experience lower social outcomes), two-way between-groups 
analyses were conducted to explore the impact of student race and gender on their 
perceived social outcomes.  
Of the four composite scores (social self-perception, classroom engagement, peer 
support, loneliness) measured in fourth and fifth grades, the overall mean scores of each 
group of students remained similar across time, with contrast in scores being significant 
in some constructs. The results showed no significant interaction effects for race x gender 
on any social constructs. There were significant main effects for race and gender in fourth 
and fifth grades on social self-perception, classroom engagement, and peer support. 
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Specifically, as shown in Table 4.15, girls generally reported more significant self-
perception concerns, engagement, peer support, and loneliness difficulties across grades. 
However, White girls generally reported more engagement and more peer support than 
all other groups across grades. Black students in general reported lower concerns with 
social perceptions and lower peer support and engagement than White students. Black 
boys reported the lowest levels of peer support and the lowest levels of engagement 
across grades. In contrast, there was only a significant effect for gender on loneliness 
across fourth and fifth grades, with Girls reporting higher loneliness than boys. 
 In summary, hypothesis 2B asserted that Black boys and girls would have lower 
ratings of social self-perception, classroom engagement, peer support, and loneliness in 
4th and 5th grades. Interestingly and contrary to hypotheses, Black boys and girls had less 
concern for social self-perception, signifying a lower amount of concern for how others 
thought of them, and loneliness scores were comparable to white students in 4th and 5th 
grades. Still, they were lower in mean scores in all other social outcomes across grades. 
The hypothesis was only partially supported in this case. 
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Table 4.15  
Mean Scores Black and White Boys and Girls 
Variables Black 
Boys (a) 
M 
SD White 
Boys (b) 
M  
SD Black 
Girls (c) 
M 
SD White 
Girls(d) 
M  
SD  p Eta2 
Teacher Closeness 3.95 b,c,d 0.72 4.04 ,a,c,d  .74 4.20 a,b,d .69 4.30 a,b,c  0.68  <.001 .04 
Teacher Conflict 2.14 b,c,d .98 1.69 a,c,d .80 1.69 a,b,d .83 1.38 a,b,c .58  <.001 .09 
Social self-perception 4th  1.99c,d 1.11 2.08c,d  1.08 2.19 a,b,d 1.19 2.32 a,b,c 1.13  <.001 .01 
Engagement 4th Grade 4.18 c,d 0.68 4.22c,d 0.60 4.32 a,b,d .61 4.42 a,b,c 0.52  <.001 .04 
Peer Support 4th Grade 3.74 b,c,d 0.96 3.88 a,d 0.85 3.92 a,b,d .89 4.04 0.79  <.001 .01 
Loneliness 4th Grade 1.60c,d 0.95 1.62c,d .89 1.75a,b 1.02 1.76a,b 0.92  <.001 .01 
Social self-perception 5th  1.89b,c,d 1.12 2.05a,c,d 1.11 2.20a,b,d 1.27 2.28a,b,c 1.19  <.001 .01 
Engagement 5th Grade 4.17c,d 0.62 4.22c,d 0.56 4.31a,b,d .56 4.40a,b,c .50  <.001 .03 
Peer Support 5th Grade 3.88b,d 0.95 3.98a,d 0.88 4.00a,d .91 4.12a,b,d 0.82  <.001 .01 
Loneliness 5th Grade 1.57c,d 0.95 1.62c,d 0.92 1.74a,b 1.03 1.73a,b .95  <.001 <.01 
Note: a: Bonferroni-corrected p <.05 compared to black boys; b: p <.05 compared to white boys; c: p <.05 compared to black 
girls; d: p<.05 compared to white girls 
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Table 4.16  
Tests of Between-Subject Effects on Race and Gender 
 Contributions to Teacher Rated Closeness  
SOURCE SS DF MS F p Partial Eta 
Squared 
Corrected 
Model 
204.77 3 68.26 136.15 .00 .035 
Intercept 95506.37 1 95506.37 190503.88 .00 .943 
Gender 95.42 1 95.42 190.32 .00 .016 
Race 10.68 1 10.68 21.31 .00 .002 
Gender * Race .00 1 .00 .001 .98 .000 
Error 5726.25 11422 .50    
Total 202720.86 11426     
Corrected Total 5931.03 11425     
a. R squared = .035 (Adjusted R Squared = .034) 
 
Table 4.17   
Tests of Between-Subject Effects on Race and Gender 
Contributions to Teacher Rated Conflict  
SOURCE SS DF MS F p Partial Eta Squared 
Corrected Model 530.12 3 176.71 324.85 .00 .079 
Intercept 16769.47 1 16769.47 30828.40 .00 .730 
Gender 204.82 1 204.82 376.54 .00 .032 
Race 195.79 1 195.79 359.94 .00 .031 
Gender * Race 5.93 1 5.93 10.89 .00 .001 
Error 6216.94 11422 .54    
Total 35935.41 11426     
Corrected Total 6747.06 11425     
a. R Squared = .079 (Adjusted R Squared = .078) 
63 
 
Table 4.18 
Test of Between-Subjects Effects 
Teacher Reported Conflict 
SOURCE SS DF MS F p Partial Eta Squared 
Corrected Model 140.61 1 140.61 203.27 .00 .034 
Intercept 10776.52 1 10776.52 30828.40 .00 .727 
Race 140.61 1 140.61 376.54 .00 .034 
Error 4048.87 5853 .69    
Total 22376.50 5855     
Corrected Total 4189.48 5854     
a.  Gender = Male 
b. R Squared = .034 (Adjusted R Squared = .033) 
 
 
 
Table 4.19 
Test of Between-Subjects Effects 
Teacher Reported Conflict 
SOURCE SS DF MS F p Partial Eta Squared 
Corrected Model 64.20 1 64.20 165.12 .00 .029 
Intercept 6375.84 1 6375.84 16397.86 .00 .746 
Race 64.20 1 64.20 165.12 .00 .029 
Error 2168.10 5576 .39    
Total 13558.91 5578     
Corrected Total 2232.27 5577     
a. Gender = Female 
b. R Squared = .029 (Adjusted R Squared = .029) 
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Mediating role of teacher-rated closeness and conflict on social outcomes. 
The intersection between teacher and their influence on students’ outcomes is 
transactional at its core, with the student and their environment changing due to teacher 
interactions. In the context of this study, understanding the long-term effects of student-
teacher closeness and conflict scores as a function of students’ race and gender and its 
role in student social outcomes will emphasize the view of intersectionality within the 
classroom environment. 
H2C: Student-teacher relationships will be a significant mediator of students’ 
social outcomes in fourth and fifth grade. 
H2D: Teacher-rated closeness and conflict will be a more significant mediator 
in fifth than in fourth grade.   
The hypothesized mediation model: Zi = B0 + BxzXi + Ɛzi; Yi = Y0 +YzyZi + YxyXi 
+ Ɛyi assumes that the error terms (Ɛzi, Ɛyi) are uncorrelated, as we are testing causality 
through the mediational analysis.  The direct effect is the pathway from the exogenous 
variable (student’s race and gender) to the social outcomes while controlling for the 
mediator (student-teacher relationships). Therefore, in the diagram, γxy is the direct effect. 
The indirect effect describes the pathway from the exogenous variable (student race and 
gender) to the social outcomes through the mediator (student-teacher relationships). This 
path is represented through βxz and γzy. Finally, the total effect is the sum of the direct and 
indirect effects of the exogenous variable on the outcome, γxy + βxzγzy.  The primary 
hypothesis of interest in this mediation analysis is to understand whether the impact of 
students’ race and gender on social self-perception, classroom engagement, peer support, 
and loneliness are mediated by teacher-rated closeness and conflict. 
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Mediation pathways in the fourth grade. Using Mplus (Muthen & 
Muthen; version 8.5) software, model indirect statements tested the mediation pathways 
from teacher-rated closeness and conflict to students’ social outcomes in fourth grade, as 
shown in Figures 4.1-4.4.  Model fit indices for the model indicated acceptable fit: 
RMSEA = .032, CFI = .96, SRMR = .039, and the Chi-Square = 3229.68, p < .00.   
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As shown in Table 4.20 no significant indirect effect from students’ race through 
teacher rated closeness to students’ social self-perception in fourth grade. This non-
significance remains true when considering students’ gender.  Conversely, there are 
significant indirect effects from students’ race and gender through teacher-rated closeness 
to students’ perceived classroom engagement, peer support, and loneliness in fourth 
grade. Specifically, the Black race had a negative indirect effect on peer support and 
engagement and a positive effect on loneliness via its negative association with teacher 
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closeness. The female gender had independent positive effects on peer support and 
classroom engagement and negative effects on loneliness via teacher closeness.  
 The results for mediation pathways from students’ race and gender through 
teacher-rated conflict to student outcomes of social self-perception, classroom 
engagement, peer support, and loneliness in fourth grade were significant. Black race was 
indirectly associated with lower peer support, lower engagement, and loneliness due to 
higher teacher-child conflict. In contrast, the female gender was associated with higher 
peer support and engagement and lower loneliness due to lower teacher-child conflict.  
Mediation pathways in the fifth-grade.  Mediational pathways were 
tested for students’ race and gender links to social outcomes through teacher-rated 
closeness, as shown in Figures 4.5-4.8. Model fit indices for the model indicated 
acceptable fit, RMSEA = .032, CFI = .96, SRMR = .039, and the Chi-Square = 3229.68, 
p < .00, representing acceptable model-fit.   
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Results showed significant indirect pathways from students’ race and 
gender as mediated by teacher-rated closeness on students’ social self-perception, peer 
support, and classroom engagement. In addition, teacher rated conflict significantly 
mediated all students’ social outcomes in relation to their race and gender. Still, the 
mediating effect was only significant for loneliness when considering students’ gender. 
Evaluating the hypotheses, hypothesis 2C was only partially supported. In the 
fourth grade, there was no significant mediational pathway through teacher-rated 
closeness on social self-perception for Black boys and girls. Significant mediation was 
found for both groups for classroom engagement, peer support, and loneliness. These 
indirect pathways were in the expected direction, with black race and male gender related 
to these fourth grade outcomes through lower levels of teacher closeness and higher 
levels of teacher-child conflict. In contrast, the hypothesis was fully supported for 
mediation through teacher-rated conflict on both groups when considering race and 
gender on social self-perception, classroom engagement, peer support, and loneliness. 
The race and gender of the student influenced teacher-rated conflict scores, which in turn 
predicted their views on self, classroom engagement, peer support, and loneliness scores 
in the fourth grade.   
For Hypothesis 2D, it was expected that teacher-rated closeness and conflict would 
be a more significant mediator between students' race and gender and their social 
outcomes in fifth than fourth grade. The hypothesis was partially supported, with 
noteworthy results considering the proposed longitudinal view of student-teacher 
relationships on students’ social self-perception and social outcomes. Students in the 
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fourth grade experienced a significant mediation pathway for all social outcomes through 
teacher-rated closeness except for their social self-perception. When considering teacher-
rated conflict, social self-perception and all other outcomes were then significantly 
mediated in the fourth grade. On the other hand, in the fifth-grade, teacher-rated 
closeness and conflict were both significant mediators of race and gender on social self-
perception, classroom engagement, peer support, and loneliness, thus supporting the 
longitudinal mediating strength of student-teacher relationships (see Table 4.22). Overall, 
there was a stronger mediational role of student-teacher relationships in the fifth grade on 
all social outcomes, particularly social self-perception, which was only significantly 
affected by third-grade student-teacher relationships in the fifth grade. 
 
 
 
 
 
 
 
 
 
 
71 
Table 4.20 
STRS Mediation Pathways 4th Grade 
 
Closeness 
   β* p Lower 
5% 
   β* Upper 
5% 
 
Conflict 
  β* p Lower 
5% 
   β* Upper 
5% 
 
Social self-
perception 
      
Social self-
perception 
     
T- Closeness      T-Conflict      
Race .00 .78 -.001 .000 .001 Race .069 .00 .021 .025 .030 
Gender .00 .78 -.003 .000 .002 Gender -.061 .00 -.034 -.030 -.026 
            
Peer-Support      Peer-Support      
T-Closeness      T-Conflict      
Race -.005 .00 -.007 -.005      -.003 Race -.076 .00 -.040 -.035 -.030 
Gender .019 .00 .016 .019  .023 Gender .067 .00 .037 .042 .046 
 
Engagement      Engagement      
T-Closeness      T-Conflict      
Race -.006 .00 -.009 -.006 -.004 Race -.053 .00 -.046  -.040 -.035 
Gender .026 .00 .022 .026  .030 Gender .046 .00 .042 .048 .053 
            
Loneliness      Loneliness      
T-Closeness      T-Conflict      
Race .001 .03 .000 .001 .002 Race .082 .00 .026 .030 .035 
Gender -.004 .01 -.007 -.004 -.001 Gender -.073 .00 -.040 -.036 -.032 
β* = indirect coefficient 
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Table 4.21 
STRS Mediation Pathways 5th Grade 
 
Closeness 
   β* p Lower 
5% 
   β* Upper 
5% 
 
Conflict 
   β* p Lower 
5% 
    β* Upper 
5% 
 
Social self-
perception 
      
Social self-
perception 
     
T- Closeness      T-Conflict      
Race -.001 .00 -.002 -.001 .000 Race .024 .00 .019 .024 .028 
Gender .005 .01 .001 .005 .008 Gender -.028 .00 -.033 -.028 -.023 
            
Peer-Support      Peer-Support      
T-Closeness      T-Conflict      
Race -.005 .00 -.006 -.005 -.003 Race -.036 .00 -.041 -.036 -.031 
Gender .018 .00 .015 .018 .022 Gender .042 .00 .037 .042 .048 
 
Engagement      Engagement      
T-Closeness      T-Conflict      
Race -.006 .00 -.009 -.006 -.004 Race -.044 .00 -.050 -.044 -.038 
Gender .025 .00 .021 .025 .029 Gender .051 .00 .046 .051 .057 
            
Loneliness      Loneliness      
T-Closeness      T-Conflict      
Race .001 .07 .000 .001 .002 Race .033 .00 .028 .033 .038 
Gender -.004 .04 -.007 -.004 -.001 Gender -.039 .00 -.044 -.039 -.034 
β* = indirect coefficient 
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Research Aim 3: Determine whether Race and Gender effects on social self-
perceptions in the fourth-grade mediate student-teacher closeness and conflict effect 
on fifth-grade adjustment outcomes. 
 The final research aim was to investigate if students’ social self-perception 
mediates student-teacher relationships’ (conflict, closeness) effect on students’ social 
outcomes (classroom engagement, peer support, loneliness) in the fifth grade. The 
specific model will control for each of the fourth-grade outcomes, asking if social self-
perceptions in the fourth-grade mediate student-teacher closeness and conflict to 
classroom engagement, peer support, and loneliness in the fifth grade as depicted in 
Figures 4.9 and 4.10, with a complete model containing item level loadings in Appendix 
F and Appendix G. 
  Mediating role of student social self-perceptions in fourth grade on 
links between teacher rated closeness and fifth-grade outcomes. To test hypothesis 
3a, predicting students’ social self-perception in the fourth grade will mediate the 
relationship between teacher-rated closeness and students’ fifth-grade classroom 
engagement, peer support, and loneliness in the fifth grade.  Mediation SEM models were 
run with students’ outcomes in the fifth grade regressed on fourth-grade social self-
perception, then third-grade teacher-rated closeness, and finally, race and gender, in 
addition to the use of model indirect statements to test the specific indirect effects of 
students' race and gender to fifth-grade outcomes. Figure 4.9 shows all of the significant 
direct paths in the model. In Table 4.22, results indicate that, although there are mediated 
pathways considering students’ race and gender to fifth-grade outcomes through teacher-
rated closeness, the mediated paths from teacher-rated closeness to fifth-grade outcomes 
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via fourth-grade social self-perceptions were not significant. Ultimately, students’ social 
self-perceptions in the fourth grade do not mediate the link between teacher-rated 
closeness in the third grade and students’ social outcomes in the fifth grade.  These 
findings do not support the hypothesized mediational model.   
 
 
  
  Mediating role of student social self-perception on teacher-rated 
conflict. To test hypothesis 3b, that student’s social self-perceptions in the fourth grade 
will mediate the relationship between teacher rated conflict (third grade) and student’s 
classroom engagement, peer support, and loneliness in the fifth grade, mediation SEM 
model was run with students’ outcomes in the fifth grade regressed on fourth-grade social 
self-perception, third-grade teacher-rated conflict, and students’ race and gender. The 
direct pathways for this model are depicted in Figure 4.10.    
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Results in Table 4.22 show significant mediated pathways from students’ race and 
gender to fifth-grade outcomes through teacher-rated conflict. In addition, there were 
significant mediated paths from teacher-rated conflict to fifth-grade outcomes via fourth-
grade social self-perceptions. The R2 values in the closeness model for the 4th-grade 
variables are about 2% smaller than for the conflict model. So, in general, conflict 
explains more of the variance in 4th grade than closeness. Race and gender explain more 
variance (8%) in conflict than closeness (4%).   
 Altogether, this suggests that conflict, more than closeness, provides a link 
between race and gender to 4th grade social self-perception, which has cascading impacts 
into fifth grade. Though these findings support hypothesis 3b, though they are 
   
   
 
 
Figure 4.10 
Direct effect paths depicting the mediating effect of student’s 4th grade social self-perception  
on teacher conflict to 5th grade social outcomes 
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challenging to interpret. The Black race is related to a lower amount of concern for the 
way others perceive them, particularly for Black boys, which was an unexpected result 
throughout this study. Conversely, White Girls seem to have more significant difficulties 
with social self-perception even with less conflict with their teacher.   
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Table 4.22  
Mediation of 4th Grade Social self-perception on 5th Grade Social Outcomes 
 
Closeness 
β* p Lower 
5% 
Upper 
5% 
 
Conflict 
  β* p Lower 
5% 
Upper 
5% 
 
Social self-
perception 
5th grade 
     
Social self-
perception 
5th grade 
    
Social self-
perception 
4th grade 
    Social self-
perception 
4th grade 
    
T- Closeness     T-Conflict     
Race  .000 .78 .000 .001 Race  .014 .00  .011 .016 
Gender  .000 .78 -.002 .001 Gender -.016 .00 -.018 -.014 
           
Peer-Support 
5th grade 
    Peer-Support 
5th grade 
    
Social self-
perception 
4th grade 
    Social self-
perception 
4th grade 
    
T-Closeness     T-Conflict     
Race .000 .78 .000 .000 Race -.003 .00 -.003 -.002 
Gender .000 .78 .000 .000 Gender .003 .00 .002 .004 
 
Engagement 
5th grade 
    Engagement 
5th grade 
    
Social self-
perception 
4th grade 
    Social self-
perception 
4th grade 
    
T-Closeness     T-Conflict     
Race .000 .79 .000 .000 Race  -.002 .00 -.002 -.001 
Gender .000 .79 .000 .000 Gender .001 .00 .001 .002 
          
Loneliness 
5th grade 
    Loneliness 
5th grade 
    
Social self-
perception 
4th grade 
    Social self-
perception 
4th grade 
    
T-Closeness     T-Conflict     
Race .000 .78 .000 .000 Race .004 .00 .003 .005 
Gender -.001 .78 .001 .000 Gender  -.005 .00 -.005 -.004 
β* = indirect coefficient 
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CHAPTER 5: DISCUSSION 
 
 This study represents an exploratory examination of the role of teacher-rated 
closeness and conflict with a lens on the role that students’ race and gender play in that 
rating and how those relationships affect students’ views of their social self-perception, 
classroom engagement, peer support, and loneliness in the fourth and fifth grades. Data 
used included teacher-rated closeness and conflict in the third grade and fourth and fifth-
grade student-rated social self-perception, classroom engagement, peer support, and 
loneliness. Three main questions were investigated: examine the relationship between 
teacher rated closeness and conflict and students’ social outcomes in fourth and fifth 
grades, the students’ race and gender as contributors to student-teacher closeness and 
conflict and its mediating effect on students’ outcomes, and the mediating role of 
students’ social self-perception on the effects of teacher-rated closeness and conflict on 
social outcomes. The following findings emerged from the study: (a) there is a 
longitudinal effect of early student-teacher relationships on social outcomes; (b) Black 
students and boys experience adverse variability in student-teacher relationships; (c) 
student-teacher relationships do not cause Black students to hold negative views on social 
self-perception, but indeed may engender lower concern with social self-perception; (d) 
social self-perception mediates teacher-rated conflict and social outcomes in the fifth 
grade; (e) the view of intersectionality is supported. Each of these findings will be 
detailed below. 
 There is a longitudinal effect of early teacher-rated closeness and conflict on 
some social outcomes. While there is variability, it is important to consider that all 
students experience closeness and conflict with their teachers, regardless of race, sex, 
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caretaker status, socioeconomic standing, and other variables.  Literature suggests that 
younger children are more strongly influenced by their relationships with adults than are 
older children and that students become more strongly oriented toward peers and less 
emotionally connected to teachers as they make the transition to middle school 
(Buhrmeister & Furman, 1987; Hargreaves, 2000; Lynch & Cicchetti, 1997). Based on 
this, one would expect stronger effects of student-teacher relationships for younger 
students and stronger effects for students in primary school than in secondary school. 
However, previous empirical work did not find such effects (Baker, 2006; Cornelius-
White, 2007; Tucker et al., 2002). Furrer and Skinner (2003) even found a stronger 
association between teacher relatedness and behavioral engagement for older students.  
As a result of this research, presented was a longitudinal impact of student-teacher 
relationships and its association with student social outcomes across fourth and fifth 
grades. As expected, high-quality relationships marked by teacher-rated closeness in the 
third grade were positively associated with students’ social outcomes in subsequent 
grades. Students' ability to feel engaged in the classroom, perceived support from peers, 
and lower feelings of loneliness were significant outcomes associated with high-quality 
student-teacher relationships across races and genders.  Surprisingly, teacher-child 
closeness was associated with students’ social self-perception, but the effect was opposite 
to that expected. Higher closeness equated to higher social self-perception concerns. 
These results highlight the role of early student-teacher relationships on the critical 
developmental pathways a student experiences as they progress through the formal 
learning environment. 
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Additionally, there was no mediating effect on a student’s social self-perception 
in fourth grade. Overall, it was expected for a factor such as teacher closeness to bear 
positive significance in the way a student would perceive themself. This null-finding is 
opposed to previous research showing high-quality teacher-child relationships supporting 
positive socioemotional, social self-perception, and behavioral development (e.g., Doll, 
1996; Howes & Hamilton, 1993; Howes, Hamilton, & Matheson, 1994; Leflot et al., 
2010; Pianta, 1997; Spilt et al., 2014).  This outcome changed in the fifth grade when the 
mediating effect of teacher closeness was present on students’ social self-perception, peer 
support, and classroom engagement.  
Not surprisingly, teacher-rated conflict had a stronger association with the 
students’ social outcomes, including their social self-perception, ability to engage within 
the classroom, feelings of peer support and feelings of loneliness, and the strength of 
teacher conflict held across grades. This perceived conflict between student and teacher 
influences students’ outcomes over time, including declining prosocial behaviors and 
destructive behaviors with peers. In addition, and more importantly, students who are in 
conflicting relationships with teachers are less engaged in the classroom and enjoy school 
less (Ladd & Burgess, 2001).  
Teacher-rated conflict can be a devastating mechanism towards diminishing a 
student’s desire for school. Unfortunately, and as expected with this research, the lowest 
levels of closeness and highest levels of conflict with teachers were experienced by Black 
students, with the most significant difference seen in Black males.    
 Black students experience adverse variability in student-teacher 
relationships.  Understanding the role of student race and gender in teacher ratings of 
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their relationships with students was accomplished in previous studies while controlling 
for some common covariates. It is well understood that parent demographics, 
socioeconomic status, student externalizing behaviors, achievement status, and many 
others influence the quality of student-teacher relationships at specific moments in time 
(McGrath & Van Bergen, 2015; Nurmi, 2012).  In addition, prior research showed 
teachers tend to report less closeness and more conflict in their relationships with Black 
students than White students (Hughes & Kwok, 2007; McGrady & Reynolds, 2013; 
Murray & Murray, 2004; Saft & Pianta, 2001), and according to Takei and Shouse 
(2008), this remained true across both White and Black teachers, rating Black students 
adversely solely on race and gender. Because of this, teacher characteristics were not 
considered in the current study. 
The present study only examined the effects of student race and gender on 
student-teacher relationships. With a view on intersectionality, the role inequality plays in 
outcomes is displayed in terms of the interplay between the students and their classrooms, 
emphasizing the power relationship within that environment.  As expected, there was a 
significant difference in Black students’ average student-teacher relationship scores. The 
students’ race and gender were an essential mechanism on this rating, showing Black 
boys had a lower closeness and higher conflict scores than all students. Black girls were 
also lower in closeness and higher in conflict scores than White girls.  Immediately, this 
points to the disadvantage that Black students have just by being Black. Their race shows 
a clear link with lower closeness and higher conflict scores, and this biological factor of 
race is exacerbated if their identity intersects with the male gender.  
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Such outcomes beg the question, “What role does inequality play?” as Black 
students male and female have membership within the classroom environment that is 
inequitable in access to the same resources as White students, and that is a closer 
relationship with their teachers.  Considering teachers responded to statements such as; “I 
share an affectionate, warm relationship with this child,” shows teachers’ positive 
relationship views and attitudes were demonstrably lower for Black boys. While also 
endorsing a view such as, “This child and I always seem to be struggling with each 
other,” also shows a disproportionately adverse view of the relationship by the teacher for 
their relationships with Black students. This lack of supportive relatedness, a basic 
psychological need provided by this pivotal transactional relationship, is marred by race 
and gender. The power dynamic comes into a clearer view as the teacher, by position, has 
classroom power and authority. This power is manifested through the student-teacher 
relationship bearing positive or negative outcomes in the Black student’s school 
experience. If this basic need is not met, engagement decreases, jeopardizing “the quality 
of a student’s connection or involvement with the endeavor of schooling and hence with 
the people, activities, goals, values, and place that compose it” (Skinner, Kindermann, & 
Furrer, 2009, p. 494). The novel portion of this research considered social outcomes over 
time. This longitudinal view highlights the strength of this power imbalance within the 
student-teacher relationship occurring at one specific point in the student’s life that has 
long-term consequences.  
Black students have adverse social outcomes as a function of adverse student-
teacher relationships.  I also hypothesized that Black students with higher teacher 
perceived conflict would, in turn, experience adverse social outcomes. The findings show 
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a significant indirect effect from the race and gender of the student through teacher-rated 
closeness, leading to the students’ views on their ability to engage in the classroom, how 
they perceive to be supported by their peers, and feelings of loneliness. In the fourth 
grade, for students who are Black, lower teacher-perceived closeness was associated with 
lower student perception of peer support, classroom engagement, and increased feelings 
of loneliness, and these findings remain in the fifth grade. When teacher perceived 
conflict is taken into account, the negative effect of conflict is exacerbated just by being 
Black, as perceived peer-support and classroom engagement are lowered, and feelings of 
loneliness are increased in the fourth grade. This effect of teacher-rated conflict remains 
as strong in the fifth grade for Black students. 
 Viewing student-teacher relationships with links to longitudinal outcomes shows 
the potential strength of early student-teacher relationships in the lives of Black students. 
The power within the classroom is linked to the condition of Black students within the 
classroom and how they live and interact on a meso and macro-level. This view adds to 
the ever-growing literature using intersectionality as a strategy for producing knowledge 
that uncovers how interlocking systems of power maintain and sustain the status quo 
specifically within the classroom.  
 Findings do not support student-teacher relationships as a primary 
mechanism for social self-perception.  Regardless of race and gender, there was no 
significant pathway from teacher closeness to students’ social self-perception in the 
fourth grade, but a significant direct effect on social self-perception in the fifth grade.  On 
the other hand, there was a significant pathway to students’ social self-perception in 
fourth and fifth grades when considering conflict.  
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What was shown is a slight difference among groups regarding social self-
perception; for example, across all students, the mean score in the fourth grade was 2.18 
and 2.14 in the fifth grade.  The difference was yet significant with this slight difference, 
with White and Black girls having higher scores for social self-perception than Black and 
White boys. The association between teacher-rated closeness did not contribute 
significantly to students’ social self-perception in the fourth grade. Still, it was a 
significant, though a small, contributor to less concern for (i.e., lower scores) social self-
perception in the fifth grade.  These results are inconsistent with previous research on 
students’ social self-perceptions and how secure attachments from middle to late 
childhood yield more positive social self-perceptions (Leflot, Onghena, & Colpin, 2010). 
It was expected that closer and more secure relationships with teachers would yield lower 
scores on the students’ social self-perception measure, making them less concerned about 
their social self-perception across all grades. Early attachment work asserted that a 
student’s interactions with primary attachment figures (e.g., teachers) are associated with 
their growing interpretations and representations of self.  According to Bowlby (1982), 
children who have consistently experienced responsive and sensitive caregiving will tend 
to view themselves as worthy and lovable. In contrast, children who have been treated 
harshly will grow to view themselves as unworthy or unlovable (Thompson, 2008). 
Those students closer to their teachers would perceive themselves as more popular with 
their peers, following McAuliffe and colleagues (2009) classifying the teacher as the 
“primary architect” that controls the students’ views on self, peers, and peer interactions 
within the classroom environment.  
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There was a significant association between fourth and fifth-grade students' social 
self-perception for relationships that are more conflictual in the third grade. What is of 
interest is that there was no negative effect when regressing student social self-perception 
on conflict. The expectation was for students higher in perceived conflict with teachers in 
the third grade to have more negative social self-perception in fourth and fifth grades, and 
that was not the case. Specifically, Black boys had the lowest scores M = 1.99 in the 
fourth grade and M = 1.89 in the fifth grade.  Black girls were slightly higher (M = 2.19) 
in the fourth grade and M = 2.20 in the fifth grade on the social self-perception scale, 
meaning that Black students are less concerned about social self-perception, at least as 
measured in this study. Though Black students were more conflictual, their answers to 
the following statements; I worry about what other kids think of me, I worry that other 
kids don’t like me, and I am afraid other kids will not like me, were answered in the 
negative.  Though this was also the case for White students, it was the White girls who 
had the highest scores or showed the most concern about social self-perception regarding 
the way they felt others viewed them.  
Unfortunately, the abridged scales utilized in this study may not have captured the 
essence of what students consider about themselves when attempting to maneuver 
through the learning environment. Overall, student-teacher relationships as a primary 
mechanism towards students' perceived social self-perception were not supported.  Future 
research should consider more recognized self-concept/social self-perception scales to 
assess social self-perception in different domains (self-image, academic, and social).  
Students’ social self-perception is a stronger mediator of teacher conflict 
than closeness on fifth-grade outcomes.  A pattern of weak findings was shown and 
 86 
unexpected in this study, as social self-perception in fourth and fifth grades weakly 
correlated to teacher perceived closeness in the third grade. In addition, teacher-rated 
closeness was not a primary mechanism in the students’ view of their social self-
perception, which is an interesting finding. It was expected the closer a student’s 
relationship with the teacher, the more socially competent they would be, supporting 
previous research showing that fifth-grade students were higher in closeness with 
teachers and higher in self-ratings of social adjustment (Murray & Greenberg, 2000).  
Study results show clear mediated paths when considering students’ race and 
gender to fifth-grade outcomes through teacher-rated closeness. Still, when considering 
the mediating role of social self-perceptions in the fourth grade, that pathway was not 
significant and did not support the hypothesis. Specifically, Black race and gender to 
lower outcomes in 5th grade was mediated by teacher closeness (specific indirect path 
one is significant) but not by 4th-grade self-perception (specific indirect path three is not 
significant).  It does not seem to be the case that lack of teacher closeness in the third 
grade decreases students’ social self-perception in 4th grade, which in turn reduces all 
their psycho-social outcomes in 5th grade. What is evident and congruent with previous 
research is the idea that lack of teacher closeness directly contributes to various adverse 
outcomes, including those in the study. 
However, the most compelling effect is student-teacher conflict in the third grade 
being mediated by students’ social self-perception in 4th grade. That is, part of why 
student-teacher conflict is linked to the outcomes in 5th grade is because it changes the 
way a student perceives themself in 4th grade. This brings into view that the early school 
years are a difficult stage for development and adjustment. Students adapt to 
87 
 
environments, changes in context, new interactions with teachers and peers, and 
increased expectations within the classroom (Harrison & Murray, 2015). The students’ 
sense of self is sensitive to ever-changing expectations (Leflot et al., 2010). The students 
who thrive in this new environment feel connected to, cared for, and close to their 
teachers with minimal conflict. As shown in this study, the Black students suffer within 
the learning environment due to adverse perceptions held by their teachers.  The nature of 
this relationship has a powerful, long-lasting effect on students’ exploration of self and 
their social environments.   
Overall, the mechanism by which race and gender are linked to lower 
engagement, peer relations, and loneliness in 5th grade through the student-teacher 
relationship's impact on Black students’ social self-perception is only partially supported. 
The results through the lens of intersectionality.  Why are Black students 
viewed as having more conflict in their relationships with their teachers?  The presence of 
actual conflict might be a salient marker for a student and peers that 'they don't belong.'  
A view they may generalize to their overall social self-perception (e.g., why do I fight 
with this teacher when none of my peers do? What am I doing that I am always in 
trouble?).  The study results showed the interplay between race and gender, and how the 
students’ multiple categories affect their perceptions, experiences, and outcomes. 
Specifically, consider the lower classroom engagement and the lower concern Black 
students had about what peers thought of them within the classroom context. Both 
outcomes may reflect disengagement from the school environment due to a less close and 
more conflictual relationship with their teacher.  This effect underlines the view of 
intersectionality, though heavily associated with feminist psychology, is considered both 
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an individual and family construct with applications to other relevant areas (Ecklund, 
2012; Else-Quest & Hyde, 2016). The application in this research was the individual, 
with the specific observation of the student’s identity (race, gender) within the classroom 
context.  Results provided insight into structural intersectionality, referring to the social 
systems in which the students live and the social categories they belong.  Demonstrated 
within the classroom where the teacher had the power and can restrict students' 
opportunities within that context, the results showed that Black boys and Black girls were 
often on the receiving end of seemingly intentional or unintentional bias and perceived 
discriminatory behaviors.  Understandably being Black in itself is not inherently 
oppressive or a form of oppression, but being Black and male or female in a classroom 
functioning under the authority of a teacher who may hold oppressive views towards 
Black boys and Black girls is the issue. With the view of intersectionality, this research 
provided a view of differences leading to oppressive actions and outcomes over time. 
Understanding the aforementioned structural intersectionality is accomplished in 
conjunction with representational intersectionality, referring to multiple stereotypes 
formed due to outside influences. Teachers are influenced by unfortunate representations 
of Black boys and girls from media, movies, familial upbringing, societal influences, and 
many other avenues that guide a teacher’s biases towards Black students. Such biases 
bring attention to the automatic disadvantage Black students have relative to White peers.  
Those biases impact students’ attitudes and performance in a variety of key areas within 
the classroom context, including views of self, classroom engagement, perceptions of 
peer support, and feelings of loneliness. These self and social behavior aspects are also 
linked to important, long-term educational and mental health outcomes. 
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Limitations and Future Directions 
Several limitations of this study should be acknowledged.  First, though our 
sample was robust, the study comprised mostly White students with a low number of 
Black students at almost five to one, limiting the generalizability of the current findings. 
Lack of generalizability is further underscored due to the voluntary participation of 
students and the unspecified proportion of the students participating in each class, school, 
and region. Ideally, the sample would be selected randomly and be representative of the 
population, and this cannot be inferred from the sample population.     
For future exploration as prior research has already identified the differences in 
Black and White students in student-teacher relationships (Hughes et al., 2005; Murray et 
al., 2008; Murray & Zvoch, 2011), research considering intersectionality should examine 
multiple races and gender constructs and their impact on student-teacher relationships 
and other outcomes within the formal learning environment, with great care towards 
randomized sampling.  This will bolster the use of intersectionality as more than a 
feminist view, but a theoretical construct that provides great depth into the interplay 
between various social categories, the power dynamic within the learning environment, 
and associated outcomes within the learning environment.  
Second, student-teacher race/ethnicity match was not considered within the 
framework of this study which would have provided an understanding of the role of 
teacher race and race matching with students. It can be considered through previous 
research that race matching would yield closer and less conflictual relationships with 
students. Furthermore, this may have provided new information on the effect race 
matching on social self-perception and social outcomes across grades. This comparison 
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may have highlighted the need to further explore the growing need for schools to mirror 
the demographic they serve.   
Third, using a public data set proved to be burdensome in this line of research as 
the constructs used, though supported in the data set, would have benefited from 
measures that more fully captured student social self-perception and classroom 
engagement feelings of loneliness and peer support.  The push towards brevity (i.e., short 
measures) may have limited fully capturing the essence of the constructs in this study. In 
contrast, the advantage was found in the students’ ability to report their views on these 
constructs minus student-teacher relationships.  This advantage must also be considered 
as a limitation due to possibilities of student unfamiliarity with the measure, inability to 
interpret the questions, student honesty, response bias, and sampling bias.  Future 
research should continue this pathway of student self-report in these measures, 
specifically including student views on their teacher. Care must be taken to educate 
students about  the measures utilized and the purpose they serve not only for the research, 
but for the student. In addition, the student’s perception of their relationship with their 
teacher is a significant addition to future research and using the Child and Adolescent 
Social Support Scale (CASS; Malecki & Demaray, 2002) allows the student to rate the 
frequency with which they perceive their relationships with teachers through receiving 
four types of support (emotional, instrumental, appraisal, and informational). 
Additionally, the School Attitude Assessment Survey-Revised (SAAS-R; McCoach & 
Siegle, 2003) may be helpful in more fully measuring students’ beliefs related to school, 
evaluation of their academic abilities, and how much students value schooling. It would 
be interesting to understand the scored differences between races and genders to examine 
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further the mediating role of student-teacher relationships on outcomes within the 
learning environment.   
Also, the use of third-party observations, in conjunction with student and teacher 
reports of relationships and objective measures of a variety of outcomes are 
recommended for future studies, and the use of the Classroom Assessment Scoring 
System (CLASS; Pianta, La Paro, & Hamre, 2008) could be beneficial in observing 
teachers and students within the classroom. The tool focuses on enhancing the overall 
relationships between teachers and students and subsequent outcomes within the 
classroom environment. 
Finally, a large area of consideration for future research should consider culturally 
based inquiry to gain additional understanding from the student in how they view 
themselves.  Questions based on a variety of factors including socioeconomic status, 
social barriers, ability or inability to build or maintain satisfactory interpersonal 
relationships with peers and teachers; types of behaviors or feelings under normal 
circumstances, and general moods of unhappiness or depression that can affect socio-
emotional health and productivity within the formal learning environment. This will 
strengthen the view of intersectionality as a construct in which those who are recipients 
of bias are those who have a general understanding of who they are in their social circles, 
their family, have an appreciation for their race, and acceptance of their gender 
(Mahalingam et al., 2008; Noble, 2009).  This is considered in conjunction with having 
teachers participate in implicit bias testing, providing them firsthand knowledge on 
potential biases held.  This may encourage understanding and cultural sensitivity toward 
the student as they progress through school grades and if their view of themselves 
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culturally is mediated by student-teacher relationships and the preconceived biases held 
by the teacher.  
Implications 
 This investigation examined student-teacher relationships and students’ 
perceptions of specific social contexts. Overall, this research could provide insight into 
the social and relational contexts within the school environment, specifically comparing 
Black and White students. Prior investigations have reported that Black students have 
poorer quality relationships than White students (Saft & Pianta, 2001). This research 
differs from previous work because investigated the students’ views of their social 
developmental progressions and was not solely focused on achievement parameters. This 
study provides further insight into research showing Black students as more likely than 
White students to have social issues. Issues including withdrawal and school disliking 
result from experiencing conflict with their teachers (Waas & Murray, 2008), ultimately 
perpetuating cycles of marginalization, given that academic achievement is a clear pre-
requisite for access to socioeconomic capital.  
This research adds to the current literature in several ways. First, it illuminates the 
understanding of the direct contribution of teachers’ perceived relationships with 
different groups of students and provides insight into this contribution through the 
student's perspective. A unique pathway within the student-teacher relationship literature 
highlighted the importance of developing a further understanding of how and why 
student-teacher relationships may differ according to the constructs studied.   
Intersectionality. The work explored intersectionality as a critical framework that 
underscores the developmental pathways of racial minorities within a multitude of 
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environments.  This research considered how categories of race and gender are jointly 
associated with student outcomes, filling the gap left by research dealing with either 
gender or race, with only a small number of studies investigating both constructs 
(Silverstein, 2006).  This research will help define a framework that can study 
marginalized groups from a view of intersectionality. Furthermore, this research 
considered who is included within social categories and exposes the experiences of 
disadvantaged members within disadvantaged subgroups to bring light to the role 
inequality plays, via the influential and instrumental mechanism of student-teacher 
relationships, in the outcomes of marginalized groups students.  
Teacher education.  This study demonstrated  the importance of school teachers’ 
awareness of their relationships with students in children’s socio-emotional and 
behavioral development. Unfortunately, teachers are seemingly more educated about 
fostering effective instructional interactions rather than relationships with students 
(Howes & Hamilton, 1993). Providing teachers with information regarding the protective 
role of high-quality teacher-child relationships specifically for the marginalized ethnic 
minorities can lead to more effective intervention techniques in the learning environment. 
Understanding the power dynamic held by the teachers from an intersectionality 
perspective but holding to student-teacher relationships from an attachment perspective 
will encourage teachers to acknowledge their contributions and role as a nurturer for all 
students (Boosman et al., 2002).  
Cultural competence. Most important, through this research, a reminder goes 
forward as diversity increases within the school environment, and the teaching force 
remains predominately White, that there is a considerable need for teachers to be 
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prepared to engage effectively with students from different backgrounds (Keengwe, 
2010; Teel & Obidah; 2008). The cultural incompatibility of the school environment in 
its current state (e.g., structure, content, curriculum, materials, and teaching practices) if 
left unchanged, will continue to handicap the racial minority (Ladson-Billings, 1995). 
The teacher’s ability to engage and relate is an essential part of the student’s ability to 
develop socially.  Ball and colleagues (2010) defined cultural competence as one’s ability 
to work effectively with individuals of differing backgrounds and cultures. Furthermore, 
cultural competence involves emphasizing diversity, tolerance, and respect for others. 
Knowledge of cultural perceptions, examining personal presumptions and biases, and 
developing strategies for removing racial barriers and implicit models within education 
will allow for fruitful and equitable teacher expectations, particularly with the racial 
minority. 
Culturally responsive teaching. Early research has examined conceptual 
frameworks of culturally responsive teaching and how to best prepare teachers around 
issues of diversity within the classroom environment (Irvine & Armento, 2001; Villegas 
& Lucas, 2002). This approach to teaching interactions with students of color is also 
referred to as culturally congruent instruction (Mohatt & Erickson, 1981), culturally 
appropriate instruction (Au & Jordan, 1981), culturally compatible instruction (Jordan, 
1985; Vogt et al., 1987), or culturally relevant teaching (Ladson-Billings, 1995). This 
research demonstrated the continued need to prepare culturally responsive teachers on 
how best to understand, approach, interact, and teach with diversity in mind. Work needs 
to occur within the pre-service environment and should include increasing knowledge on 
cultures and interactions with diverse student populations. This research highlighted a 
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mechanism that signals intervention to raise the overall mental health and well-being 
outcomes of all students. Through showing the long-term correlations with this construct, 
the work suggests a key target for fostering well-being.  A multitiered approach to 
increasing racial and gendered diversity within the workforce and promoting cultural 
competence as a condition of teaching in the classroom and administration is critical to 
advancing cultural sensitivity. Such an undertaking could help enhance the teacher 
education processes and students' overall experience within the formal learning 
environment.  
Conclusions 
 In summation, the present study addressed a specific gap in the research 
considering student-teacher relationships and Black students, with a new look through the 
lens of intersectionality. This view provided the opportunity to understand the difference 
in teacher-rated closeness and conflict by considering the power dynamic within the 
classroom and how that dynamic affected student outcomes.  First, Black students 
experienced a clear difference in student-teacher relationships and showed greater 
conflict.  There was also an experience of gender with a more significant difference in 
experiences for Black boys, and in many instances, the Black girls didn’t seem to have 
the same advantages of their gender as did White girls, which impacted their social 
outcomes over time. Second, student-teacher relationships in the third grade have a 
significant longitudinal effect on Black students’ social outcomes across the fourth and 
fifth grades, with greater effects on classroom engagement and perception of peer 
support. Finally, Black students’ social self-perception was a significant mediator 
between teacher-rated conflict and its effect on fourth and fifth-grade social outcomes. 
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Social self-perception has a key role in mediating teacher-rated conflict effects on social 
outcomes. This understanding should lead researchers, professionals, and teachers to 
provide ways to ensure the social self-perception of Black students is growing to help 
them foster a greater sense of self and a more positive perception of their social 
environment.  Paired with consistent, fair, and equitable teacher perceptions of Black 
students and their place in the formal learning environment, this could lead to a greater 
sense of belongingness for Black students and better educational and social outcomes 
over time.  
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APPENDIX D: GROUP DESCRIPTIVE STATISTICS 
 
 
 
Table 4.2 
Descriptive Statistics Black Boys 
 N Min Max M SD 
Teacher Closeness 857 1.71 5.00 3.947990 .7247289 
Teacher Conflict 859 1.00 4.75 2.136184 .9883498 
Social self-perception 
4th Gd 
852 1.00 5.00 1.9933 1.10844 
Classroom Eng 4th Gd 853 1.00 5.00 4.1757 .68229 
Peer Support 4th Gd 853 1.00 5.00 3.7409 .96544 
Loneliness 4th Gd 853 1.00 5.00 1.6081 .95423 
Social self-perception 
5th Gd 
765 1.00 5.00 1.8956 1.12097 
Classroom Eng 5th Gd 767 1.80 5.00 4.1696 .62385 
Peer Support 5th Gd 766 1.00 5.00 3.8871 .95044 
Loneliness 5th Gd 765 1.00 5.00 1.5754 .95935 
a. Black Boys 
 
 
 
Table 4.3 
Descriptive Statistics White Boys 
 N Min Max M SD 
Teacher Closeness 4605 1.00 5.00 4.045528 .7340473 
Teacher Conflict 4609 1.00 5.00 1.717894 .8194953 
Social self-perception 
4th Gd 
4612 1.00 5.00 2.0873 1.08969 
Classroom Eng 4th Gd 4625 1.00 5.00 4.2197 .60431 
Peer Support 4th Gd 4623 1.00 5.00 3.8901 .85629 
Loneliness 4th Gd 4615 1.00 5.00 1.6283 .89585 
Social self-perception 
4th Gd 
4421 1.00 5.00 2.0537 1.11375 
Classroom Eng 4th Gd 4433 1.00 5.00 4.2262 .55815 
Peer Support 5th Gd 4428 1.00 5.00 3.9908 .87321 
Loneliness 5th Gd 4428 1.00 5.00 1.6240 .92411 
a. White Boys 
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Table 4.4 
Descriptive Statistics Black Girls 
 N Min Max M SD 
Teacher Closeness 787 1.71 5.00 4.209032 .6779407 
Teacher Conflict 787 1.00 4.71 1.689690 .8470269 
Social self-perception 
4th Gd 
777 1.00 5.00 2.1946 1.19060 
Classroom Eng 4th Gd 779 1.60 5.00 4.3270 .61365 
Peer Support 4th Gd 779 1.00 5.00 3.9221 .90406 
Loneliness 4th Gd 778 1.00 5.00 1.7528 1.01226 
Social self-perception 
4th Gd 
686 1.00 5.00 2.2046 1.26956 
Classroom Eng 4th Gd 687 2.00 5.00 4.3164 .56307 
Peer Support 5th Gd 687 1.00 5.00 4.0018 .92531 
Loneliness 5th Gd 687 1.00 5.00 1.7433 1.03859 
a. Black Girls 
 
 
 
Table 4.5 
Descriptive Statistics White Girls 
 N Min Max M SD 
Teacher Closeness 4342 1.00 5.00 4.307439 .6772548 
Teacher Conflict 4343 1.00 4.63 1.392892 .5954030 
Social self-perception 
4th Gd 
4383 1.00 5.00 2.3164 1.14108 
Classroom Eng 4th Gd 4404 1.20 5.00 4.4310 .52405 
Peer Support 4th Gd 4404 1.00 5.00 4.0471 .80411 
Loneliness 4th Gd 4394 1.00 5.00 1.7651 .93247 
Social self-perception 
4th Gd 
4188 1.00 5.00 2.2816 1.19275 
Classroom Eng 4th Gd 4202 1.00 5.00 4.4062 .50684 
Peer Support 5th Gd 4199 1.00 5.00 4.1370 .82844 
Loneliness 5th Gd 4191 1.00 5.00 1.7282 .95076 
a. White Girls 
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APPENDIX E: GROUP CORRELATIONS 
 
 
 
Table 4.7 
Black Boys Correlations 
 1 2 3 4 5 6 7 8 9 10 11 
1. Black Boys  1 -.042** .183** -.028* -.023 -.056** -.005 -.049** -.030* -.036** -.018 
2. Teacher Closeness 3rd   1 -.305** .008 .120** .089** -.025 .026 .130** .091** -.019 
3. Teacher Conflict 3rd    1 .117** -.184** -.192** .168** .120** -.186** -.185** .188** 
4. Social self-perception 4th     1 -.149** -.306** .573** .503** -.129** -.259** .398** 
5. Engagement 4th      1 .405** -.189** -.156** .520** .261** -.165** 
6. Peer Support 4th       1 -.454** -.261** .291** .535** -.347** 
7. Loneliness 4th        1 .381** -.175** -.358** .479** 
8. Social self-perception 5th         1 -.155** -.335** .601** 
9. Engagement 5th          1 .356** -.181** 
10. Peer Support 5th           1 -.540** 
11. Loneliness 5th            1 
**. Correlation is significant at the 0.01 level (2-tailed). 
*. Correlation is significant at the 0.05 level (2-tailed). 
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Table 4.8 
White Boys Correlations 
 1 2 3 4 5 6 7 8 9 10 11 
1. White Boys  1 .059** -.101** .037** .030* .066** .017 .038** .047** .051** .016 
2. Teacher Closeness 3rd   1 -.305** .008 .120** .089** -.025 .026 .130** .091** -.019 
3. Teacher Conflict 3rd    1 .117** -.184** -.192** .168** .120** -.186** -.185** .188** 
4. Social self-perception 4th     1 -.149** -.306** .573** .503** -.129** -.259** .398** 
5. Engagement 4th      1 .405** -.189** -.156** .520** .261** -.165** 
6. Peer Support 4th       1 -.454** -.261** .291** .535** -.347** 
7. Loneliness 4th        1 .381** -.175** -.358** .479** 
8. Social self-perception 5th         1 -.155** -.335** .601** 
9. Engagement 5th          1 .356** -.181** 
10. Peer Support 5th           1 -.540** 
11. Loneliness 5th            1 
**. Correlation is significant at the 0.01 level (2-tailed). 
*. Correlation is significant at the 0.05 level (2-tailed). 
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Table 4.9 
Black Girls Correlations 
 1 2 3 4 5 6 7 8 9 10 11 
1. Black Girls  1 -.044** .170** -.038** -.063** -.050** -.003 -.023 -.055** -.049** .004 
2. Teacher Closeness 3rd   1 -.302** -.009 .162** .114** -.024 .025 .152** .103** -.020 
3. Teacher Conflict 3rd    1 .120** -.179** -.157** .150** .090** -.190** -.175** .146** 
4. Social self-perception 4th     1 -.139** -.337** .574** .505** -.156** -.270** .358** 
5. Engagement 4th      1 .390** -.160** -.128** .493** .235** -.135** 
6. Peer Support 4th       1 -.507** -.255** .309** .509** -.347** 
7. Loneliness 4th        1 .377** -.184** -.374** .477** 
8. Social self-perception 5th         1 -.189** -.399** .595** 
9. Engagement 5th          1 .366** -.225** 
10. Peer Support 5th           1 -.620** 
11. Loneliness 5th            1 
**. Correlation is significant at the 0.01 level (2-tailed). 
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Table 4.10 
White Girls Correlations 
 1 2 3 4 5 6 7 8 9 10 11 
1. White Girls  1 .066** -.095** .020 .068** .053** .010 .010 .057** .064** -.012 
2. Teacher Closeness 3rd   1 -.302** -.009 .162** .114** -.024 .025 .152** .103** -.020 
3. Teacher Conflict 3rd    1 .120** -.179** -.157** .150** .090** -.190** -.175** .146** 
4. Social self-perception 4th     1 -.139** -.337** .574** .505** -.156** -.270** .358** 
5. Engagement 4th      1 .390** -.160** -.128** .493** .235** -.135** 
6. Peer Support 4th       1 -.507** -.255** .309** .509** -.347** 
7. Loneliness 4th        1 .377** -.184** -.374** .477** 
8. Social self-perception 5th         1 -.189** -.399** .595** 
9. Engagement 5th          1 .366** -.225** 
10. Peer Support 5th           1 -.620** 
11. Loneliness 5th            1 
**. Correlation is significant at the 0.01 level (2-tailed). 
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APPENDIX F: MEDIATION MODEL WITH ITEM LEVEL INDIRECT 
COEFFICIENTS (Closeness) 
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APPENDIX G: MEDIATION MODEL WITH ITEM LEVEL INDIRECT 
COEFFICIENTS (Conflict) 
 
 
 
 
 
 
 
